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ABSTRACT
THE EFFECT OF PARENTAL AGGRESSION 
ON CHILDRHJ'S COGNITIVE DEVELOPMENT
by
Susan Craig 
U niversity  of New Hampshire, May, 1986
The study in v e s t ig a te d  the re la t io n s h ip  between p aren ta l  aggression 
and c h i ld r e n 's  cogn itive  development. Parenta l aggression  was s tud ied  i n  
terms of both verbal aggression  and use of physica l f o r c e .  Indexes  
developed from form N of the C o n f l ic t  Tactics  Scales  (S traus , 1979) were 
used to  measure both v a r ia b le s  a t  th ree  l e v e l s :  low, middle and high.
The dependent v a r ia b le s  were measures of the c h i l d 's  (A) co gn it ive  s ty le ,  
(B) cogn itive  func tion ing  and (C) se lf-es teem .
P re v io u s  r e s e a r c h  i n d i c a t e s  a r e l a t i o n s h i p  between abuse and 
cogn itive  development: Ackly (1977), Elmer (1967), Martin (1979). A
methodological l im i ta t io n  of these s tu d ie s  i s  th a t  they used samples of 
ch ild re n  previously  id e n t i f i e d  as abused. The sample i n  the c u r r e n t  
study consis ted  of f i f ty - tw o  c h ild re n  and th e i r  paren ts  a ttend ing  the 
Portsmouth elementary schools during the years  1983-1985. The sample was 
s t r a t i f i e d  on the b as is  of whether or not the c h ild re n  were labe led  
emotionally d is tu rbed .
The m ajor f in d in g s  o f th e  s tu d y  In d ic a te  th a t  p aren ta l  verbal 
aggression i s  d i r e c t ly  re la te d  to  language development. The associa ted  
delays may fo s te r  a co gn it ive  s ty l e  which has negative consequences fo r  
achievement.
i x
P aren ta l  v lolenoe i a  r e la te d  to  delays i n  c h i ld r e n 's  development of 
an I n t e r n a l i z e d  lo c u s  o f  c o n t r o l  even when v e rb a l  a g g r e s s io n  i s  
co n tro lled  f o r .  The study hypo thesized  t h a t  s e l f - e s t e e m  p layed  an
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in te rv en in g  r o le  between p aren ta l  use of fo rce  and/or aggression  on the 
c h i ld 's  oognitive development. This r e la t io n s h ip  was not observed.
The hand icapped  c h i ld r e n  i n  th e  sample e x p e r ie n c e d  p a r e n ta l  
aggression  more o f te n  and a t  a g re a te r  le v e l  of s ev e r i ty  than did th e i r  
non-handicapped peers.
The f ind ings  about the nature  of the re la t io n s h ip  between paren ta l 
aggression  and c h i ld r e n 's  cognitive  development have im p lica t io n s  f o r  
f u r th e r  study of the e f f e c t s  of p a ren ta l  v io lence . They a lso  suggest 
th a t  an understanding of the i n t e r  genera tiona l transm iss ion  o f c h i ld  
abuse invo lves  co g n it iv e  d e f i c i t s  as w ell as behavioral and p sy c h ia tr ic  
processes. The research  id e n t i f i e s  the eaneshment of paren t and ch ild  in  
terms of d e f in i t io n s  of the world as co n tr ib u tin g  to  susta ined  p a t te rn s  
of p aren ta l  aggression . I t  suggests  th a t  the development of g r e a t e r  
s e l f - d i f f e r e n t i a t i o n  and competency in  both parent and oh ild  might 




The purpose of th i s  study was to  in v e s t ig a te  whether a r e la t io n s h ip  
e x is t s  between paren ta l aggression and c h i ld re n 's  cogn itive  development. 
Parental aggression was s tud ied  in  terms of both verbal aggression  and 
physical v io lence.
The r a t io n a le  fo r  such an in v e s t ig a t io n  i s  th a t  s tu d ie s  of abused 
ch ild ren  have in d ica ted  a r e l a t io n s h i p  between abuse and c o g n i t iv e  
development: Ackly (1977)» C ollins  (1974), Elmer (1967)* Martin (1979). 
A methodological l im i ta t io n  of these s tu d ie s  i s  th a t  they used samples of 
ch ild ren  previously id e n t i f i e d  as abused. This study in v e s t ig a te d  the 
r e la t io n s h ip  between paren ta l aggression and cognitive  development i n  a 
sample which had not necessa r i ly  been id e n t i f i e d  as abused. The sample 
was s t r a t i f i e d  on the b as is  of whether or not the ch ild re n  were labeled  
emotionally handicapped.
There a r e  many i s s u e s  su rro u n d in g  the d isc re t io n a ry  nature  of 
la b e l in g :  Hobbs (1976), B la t t ,  Biklen and Bogdan (1977). Research by 
H a llah an  (1977) and E p s te in  (1977) i n d i c a t e s  t h a t  d e f i n i t i o n s  of 
emotionally d is tu rbed  behavior vary according to  a d u lt  expecta tions  and 
a v a i l a b i l i t y  of s e r v i c e s .  However, i t  may lo g ic a l ly  be argued th a t  
la b e l in g  a ch i ld  as emotionally handicapped r e f l e c t s  some v a r ia t io n  from 
th e  norm in  e i th e r  achievement or cogn itive  s ty l e .  Current research  
suggests th a t  the experience of v io lence in  the parent ch ild  re la t io n s h ip  
may be the bas is  fo r  some of the dev ia tions  i n  development observed among 
sp ec ia l  education s tuden ts :  Martin (1979)» Money (1982), H eifer (1985).
C onfirm ato ry  r e s e a ro h  i s  necessary to  determine i f  violence a f f e c t s  
oognitlon i n  the manner i n  which sp ec ia l  education s tuden ts  a re  observed 
to  be impaired.
Most s tu d ie s  of the re la t io n s h ip  between ch ild  abuse and cogn itive  
development have focused on mentally re tarded  ch ild ren  ( e .g . ,  Sangrund, 
1974; Elmer, 1967; Green, 1981). Recent reassessments of th i s  f i e l d  of 
inqu iry  have ca l le d  f o r  research  in to  more su b tle  c o g n i t iv e  e f f e c t s  
which may be assoc ia ted  with p aren ta l  aggression: Martin (1979)» H eifer 
(1985).
T h is  s tu d y  was an e f f o r t  to  e s t a b l i s h  d ocum en ta tion  o f  th e  
r e la t io n s h ip  between c h ild  abuse and cognitive  d iso rd e rs  asso c ia ted  with 





Summary of C lass ic  Models
Major t h e o r i e s  o f c h i ld  developm ent have h i s to r i c a l ly  divided 
between m aturation  models (G ese ll ,  1940; Terman, 1925), and l e a r n i n g  
m odels (Watson, 1924; S k in n e r ,  1938; Bandura, 1973; Sears, 1946). 
M a tu ra t io n  t h e o r i s t s  have fo cu sed  on how p a t t e r n s  o f growth and 
development d i f f e r  with age. The model i s  q u i te  d e te rm in is t ic ,  defin ing  
development as  the u n fo ld in g  o f th e  p e r s o n 's  g e n e t i c  i n h e r i t a n c e .  
Learning th e o r ie s  on the o ther hand see human development as a s e r ie s  of 
behaviors which occur as  a r e s u l t  of environmental s t im u la t io n .  The 
p e rso n  i s  e s s e n t i a l l y  what s /h e  has learned , whether th a t  has been 
th ro u g h  th e  p ro c e s s  o f  i d e n t i f i c a t i o n  ( p s y c h o a n a l y t i c  t h e o r y ) ,  
reinforcem ent ( c la s s ic a l  and operant conditioning  th e o r ie s ) ,  im ita t io n  
and modeling (so c ia l  le a rn in g  theory) or a s s im i la t io n  and accommodation 
(co g n itiv e  theory ).
A Systemic Approach
C u r r e n t  r e s e a r c h  f a v o r s  a more h o l i s t i c  o r i e n t a t i o n  which 
acknowledges the in te r a c t io n  of both hered ity  and environment in  human 
development. Recognition of the f a c t  th a t  both play a ro le  in  human 
development has led  to  the form ulation of ecosystemic models to  explain  
t h e i r  r e c i p o r i c a l  r e l a t io n s h ip  (Bronfenbrenner, 1979). These models
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define development aa an in te r a c t iv e  process between the environment and 
person which con tinua lly  modifies both. They th e re fo re  f a c i l i t a t e  a 
s o c io lo g ic a l  a n a ly s is  of the h i s to r i c a l ly  psychological phenomenon of 
human development.
The primary hypotheses of the cu rren t study p o s i t  a re la t io n s h ip  
between what happens i n  c h i l d r e n ' s  ecosystem s and t h e i r  c o g n i t i v e  
developm ent. System ic  models have not sp ec if ied  how v a r ia t io n s  in  
c h i ld 's  ecosphere  a f f e c t  t h i s  a re a  of developm ent, nor have they 
de linea ted  how cogn itive  and so c ia l  development r e l a t e  to  one another. 
I t  seems necessary, th e re fo re ,  while accepting the systemic model as  
perhaps best describ ing  the contextual process i n  which cogn itive  and 
so c ia l  development occur, to  draw from the work of cogn itive  th e o r i s t s ,  
includ ing  P iaget,  Kohlberg, and Kagan to  describe  what a c tu a l ly  occurs in  
t h i s  process.
C ontributions of Cognitive Theory
A review of the l i t e r a t u r e  on both cognitive  and systemic th e o r ie s  
suggests  th a t  they are  q u i te  complementary. P iaget defines  development 
a s  a c o n t in u a l  p rocess  of a s s im ila t io n  and accommodation to  achieve 
equilibrium  (P iag e t,  1963)* Bronfenbrenner defines  the ecology of human 
development as an accommodation between the developing person and the 
environm ent (B ro n fe n b re n n e r ,  1 9 7 9 ) .  Both  f o c u s  on th e  a c t i v e  
p a r t i c i p a t i o n  of d e v e lo p in g  p e rso n s  i n  t h e i r  own development. In 
systemic eco log ica l  theory, ch ild ren  respond to  o ther components of th e i r  
ecosystem in  a manner which e i th e r  modifies these  components or which 
allows the c h i l d 's  adjustment to  th e i r  demands. In cogn itive  theory, the 
c h i ld 's  mind a c t iv e ly  processes experiences, changing and adapting to  the 
world. Both describe  the developing person as being motivated to  achieve
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an "o p tim a l m atch" (Kotalberg, 1969* p. 356) o r  a goodness of f i t  
(Bronfenbrenner, 1979) between wbat Kohlberg d escribes  as "the o h i ld 's  
a c t i o n  system  or expectancies  and . . .  experienced events" (Kohlberg, 
1969, P. 356).
Both m odels d i s c u s s  e x p e r ie n c e  i n  term s o f adap ta tion  to  the 
environment. This i s  e a s i ly  observed i n  the e c o lo g ic a l  model where 
c h i ld re n 's  im i ta t iv e  play o f ten  r e f l e c t s  the d e f in i t io n  of the s i tu a t io n  
held by the major f ig u re s  in  th e i r  ecosystem. On a more a b s t r a c t  le v e l ,  
c o g n i t iv e  th e o r i s t s  t e l l  us th a t  the same th ing  i s  happening in  the 
c h i ld 's  developing mind. Thinking involves constant a s s im i la t io n  and 
accommodation to  an environment and r e s u l t s  in  the organ iza tion  of the 
mind according to  what i t  de fines  as r e a l .  Kohlberg describes  how th i s  
o ccu rs  i n  lan g u ag e  q u i t e  f a m i l i a r  to  eco sy s tem ic  th e o r i s t s :  "The
cognitive-developmental assumption i s  th a t  basic mental s t ru c tu re  i s  the 
r e s u l t  of an i n t e r a c t i o n  between c e r t a i n  o rg an ism ic  s t r u c t u r i n g  
tendencies and the s t ru c tu re  of the ou ts ide  world ra th e r  than r e f l e c t in g  
e i th e r  one d i r e c t ly "  (Kohlberg, 1969, p. 352).
The organized p a t te rn s  of perception  and behavior (schemata) which 
the ch ild ren  develop a re  the r e s u l t  of th e i r  a c t iv e  manipulation of the 
world around them. As the c h i ld  p a s se s  th rough  v a r io u s  s ta g e s  of 
development (sensorim otor, p reopera tional,  o p e ra tio n a l,  concrete, formal) 
q u a l i t a t iv e  d if fe re n c e s  occur i n  th i s  o rgan iza tiona l system.
Through experience, s h i f t s  occur in  both the number and type of 
o rgan iza tiona l ca teg o r ie s  a v a i la b le  to  the ch ild .  For example, very  
young c h i l d r e n  a r e  q u i t e  g l o b a l  i n  t h e i r  c l a s s i f i c a t i o n  o f  
e x p e r ie n c e s :  me, no t me. Through i n c r e a s i n g  age and e x p e r ie n c e ,  
c la s s i f i c a t io n s  become in c reas in g ly  more complex and i t  becomes possib le  
fo r  the ch ild  to c la s s i f y  the same experiences a c r o s s  a v a r i e t y  of
c a t e g o r i e s .  T h is  p r o g r e s s ,  a c c o r d i n g  t o  P i a g e t ,  i s  i n  p a r t  
m a tu ra tio n a l .  However, P iaget and K ohlberg a f t e r  him a r e  q u ic k  to  
acknowledge the ro le  of experience in  s tim u la tin g  in t e l l e c t u a l  growth as 
w ell as  i n  modifying and s tru c tu r in g  of schemata (Kohlberg, 1969, p. 357; 
P iaget,  1963).
What co g n it iv e  th e o r is t s  describe  i s  q u i te  d i f f e r e n t  from lea rn in g  
as  i t  i s  defined in  b eh av io r is t  or so c ia l  lea rn in g  models. In these 
models le a rn in g  i s  reduced to  behaviors which can be r e p l ic a te d .  In 
educational s e t t in g s  i t  becomes synonymous with achievement.
What co g n it iv e  th e o r is t s  are  ta lk in g  about i s  the " re p re sen ta t io n a l  
or coding process In te rven ing  between stim ulus (m ate ria l  to  be learned) 
and response (b e h a v io r  observed  change a s  a r e s u l t  o f  t r a i n i n g ) "  
(Kohlberg, 1969, p. 348). Children cons truc t  cognitive  re p re sen ta t io n s  of 
the world. The content of these re p re se n ta t io n s  v a r ie s  with v a r ia t io n s  
i n  experience. S ig n if ic a n t  o the rs  i n  the c h i ld 's  ecosystem " se le c t  out" 
those experiences they consider im portant fo r  a ch ild  to  have. Through 
le a rn in g ,  which occurs by processes such as modeling, reinforcement and 
r e p e t i t io n ,  the ch ild  develops b e l ie f s  about the world which r e f l e c t  the 
values  in f lu en c in g  the s ig n i f ic a n t  o the rs .  "The cogn itive  re p re se n ta t io n  
might a l t e r n a t i v e l y  be c a l l e d  a b e l i e f  abou t th e  c o n te n t  of the  
environment" (Baldwin, 1969, p. 328). This b e l ie f  system or cogn itive  
re p re se n ta t io n  then: "ac ts  as  the a f fe c t iv e  environment which a ro u se s  
motives and emotions and guides overt behavior toward i t s  t a rg e t  or goal" 
(Baldwin, 1969, p. 326).
These co gn it ive  re p re se n ta t io n s  r e f l e c t  the inform ation the ch ild  
has about the world both in  terms of i t s  s t ru c tu re  and in  terms of 
b e l i e f s  ab o u t th e  r e l a t i o n s h i p  of i t s  p a r ts .  They e s s e n t ia l ly  are 
the: "environmental, emotional, so c io lo g ica l ,  physical and psychological
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elements th a t  permit in d iv id u a ls  to  rece ive , s to re  and use knowledge or 
a b i l i t i e s "  (Dunn, 1983, p. 496).
Kagan d e s c r ib e s  th e s e  as  a s e t  of "executive processes" which 
determine c h i ld re n 's  cogn itive  s ty le  (Kagan, 1984, p. 2 2 9 ) .  K agan 's  
d e sc r ip t io n  i s  synonymous with what F la v e l l  d escribes  as m etacognition 
(F la v e l l ,  1977). These executive processes vary as the ecosystem of the 
c h i l d  v a r i e s .  These v a r ia t io n s  in  cognitive  s ty l e  produce d i f f e r e n t  
problem-defining and problem-solving behaviors. They a re  a lso  thought to  
be r e la te d  to  v a r ia t io n s  in  c h i ld re n 's  performance on standard measures 
of in te l l ig e n c e  and achievement (Kagan, 1984; Carbo, 1983).
COGNITION AND THE SELF
The S e lf  as a Cognitive Representation
C e n tra l  to  a l l  developm ent i s  th e  emergence of the cogn itive  
re p re se n ta t io n  of the s e l f :  both as ob jec t ag a in s t  which o ther o b jec ts  
a re  evaluated and as su b jec t  -  the r e f l e c t iv e  agent who in t e r p r e t s :  "the 
types of d iscrepancies  i n  experience which lead to  forward movement, to  
backward movement and to  f ix a t io n  or lack of movement" (Kohlberg, 1969» 
p. 361).
The in te r a c t io n a l  process by which the s e l f  develops i s  perhaps 
described best i n  the work of symbolic i n t e r a c t io n a l i s t s  such as George 
Mead (1964), Charles Horton Cooley (1970), and Sheldon S tryker (1980). 
According to these th e o r i s t s  the s e l f  develops through a t h r e e - f o l d  
process: we form b e l ie f s  about how we appear to  o th e rs ;  we then form
b e l ie f s  about th e i r  judgments of how we appear to  them and f in a l l y ,  in  
response to  the imagined judgment, we develop p ride , shame, high or low 
se lf-es teem  (Cooley, 1970).
From early  infancy, the o h ild ren  begin to  o o r re la te  t h e i r  behavior 
with the re ac t io n s  of o th e rs .  Thus, they develop s e r i e s  of expecta tions  
and begin to  understand the expecta tions  of o th e rs .  Gradually, the MI n 
or the spontaneous p a r t  of the s e l f  sep ara tes  from the me p a r t  which 
comes to  rep resen t the in te rn a l iz e d  norms of so c ie ty .  The behavior of 
paren ts  i s  very important a t  t h i s  poin t, s ince  from th e i r  response the 
ch ild  forms the b as is  fo r  the s e l f ' s  la b e l in g  of h is /h e r  ac tio n s  as good 
or bad (Newson, 1968).
The context or ecosystem of the developing c h i ld  "molds" the s e l f  
which i n  t u r n  in f l u e n c e s  o th e r  a r e a s  o f  s o c i a l  and c o g n i t i v e  
development. Information about the s e l f  as w ell as about the la rg e r  
world which ch ild ren  a s s im ila te  from th e i r  ecosystems forms the bas is  
upon which the ch ild  eva lua tes  and in t e r p r e t s :  "the concept of s e l f ,  in  
i t s  re la t io n s h ip  to  concepts of o ther people, conceived as being i n  a 
common s o c i a l  world w ith  common s o c i a l  s tan d a rd s"  (Kohlberg, 1969, 
P. 349).
Components of the S e lf
The s e l f  system i s  conceptualized i n  the l i t e r a t u r e  as comprised of 
a t  l e a s t  two p a r ts ,  the se lf -co n cep t and se lf -es teem  (Wylie, 1968). The 
s e l f - c o n c e p t  i s :  "som ething  t h a t  emerges and d ev e lo p s  g r a d u a l ly ,  
p rim arily  out of so c ia l  experience" (Rosenberg, 1965, p. 15).
I t  i s  the o b jec tiv e  experience of the s e l f ,  the "p ic tu re  of the 
s e l f "  encompassing the in d iv id u a l 's  thoughts and f e e l in g s  about who s /he  
i s  (Rosenberg, 1965, p. 7 ) .  I t  i s  s im ila r  to  the "me" described by 
Cooley and Mead in  th a t  i t  con ta ins  in te rn a l iz e d  r e f l e c t i o n s  o f  th e  
"generalized o ther" :  what I  look l i k e ,  what th ings I  do w ell,  e tc .
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According to  Maccoby, the development of the  se lf -co n cep t  i s  s im ila r  
to  the development of o ther cognitive  s t ru c tu re s  i n  the o h ild :  "He see a 
developmental p ro g re s s io n . . . .  I n i t i a l l y  c h ild re n  th ink  of themselves in  
term s o f  ap p earan ce  and  a c t i v i  t i e s . . .  g r a d u a l l y  th e y  b e g in  to  
conceptualize  themselves more a b s tr a c t ly "  (Maccoby, 1980, p. 266).
The se lf -co n cep t then i s  a so c ia l  id e n t i ty  involv ing  c h i l d r e n ' s  
perceptions of how they see themselves ( the  ex tan t s e l f ) ,  how they would 
l i k e  to  see themselves ( th e  des ired  s e l f )  and how they show themselves to 
o thers  (Rosenberg, 1965).
S e l f - e s t e e m ,  on t h e  o t h e r  h an d ,  r e f e r s  t o  a p r o c e s s  of 
s e lf -e v a lu a t io n .  Coopersmitb defines  th i s  s e l f - e v a lu a t io n  or se lf-es teem  
as  th e  s u b je c t i v e  experience of the s e l f  (Coopersmith, 1967)* This 
d e f in i t io n  approximates the " I ” of symbolic i n t e r a c t i o n a l i s m .  Both 
Maccoby (1980) and Coopersmith (1967) acknowledge th a t  se lf-es teem  v a r ie s  
with the  amount o f  r e s p e c t f u l ,  concerned  t r e a tm e n t  r e c e iv e d  from 
s i g n i f i c a n t  o th e r s .  While o th e r  f a c to r s  appear to  c o n tr ib u te  to  a 
person 's  se lf-es teem  (h is to ry  of success, in d iv id u a l  values , in d iv id u a l 
response to devaluation) family in te ra c t io n s ,  p a r t ic u la ry  c h i ld - re a r in g  
techniques, are considered very i n f lu e n t i a l  fo r  the p re-ado lescen t ch ild  
(Coopersmith, 1967)*
I t  would seem then th a t  experiences in  the family environment are 
important in f luences  on c h i ld re n 's  developing cogn itive  s ty le  as well as 
t h e i r  s e l f - d e f i n i t i o n .  These may a f f e c t  th e  c h i l d ' s  a b i l i t y  to  
successfu lly  achieve i n  the school environment. Children whose home 
experiences a re  congruent with the expecta tions  of the public  schools 
w i l l  l e a r n  to  o rg a n iz e  t h e i r  world i n  a manner ad v an tageous  to  
achievement. They w ill  grow-up defin ing  such behaviors as g o a l- se t t in g ,  
p e r s i s t e n c e  a t  a t a s k  and c a u s e  and e f f e c t  r e l a t i o n s h i p s  a s
c h a r a c t e r i s t i c s  o f  th e  " r e a l  v o r ld . " This w i l l  f a c i l i t a t e  an easy 
in te g ra t io n  in to  the sohool mesosystem s ince  many of i t s  expecta tions  
w i l l  co rre sp o n d  to  th e  e x p e c ta t io n s  of the c h i l d 's  hone and early  
environment. So too, c h i ld re n  who have learned  to  view themselves with 
r e s p e c t  w i l l  s e e k  o u t  e x p e r ie n c e s  i n  sch o o l which a f f i rm  t h i s  
se lf -p e rc e p tio n .
However, f o r  c h i ld re n  whose family system and ear ly  environment 
define a d i f f e r e n t  s e t  of values as r e a l ,  c rea t in g  an in te r f a c e  between 
heme and school may be more d i f f i c u l t .  They may lack  experience in  the 
behaviors requ ired  fo r  achievement. Discrepancies between the home and 
school environments may r e s u l t  in  confusion fo r  the ch ild  as w ell as in  
f r u s t r a t i o n  a t  being unable to  access the " ru les  fo r  su c c e s s ."
Children who have come to  define  themselves as bad or unworthy w ill  
seek out s e l f - f u l f i l l i n g  d e f in i t io n s  i n  the school environment. P a tte rn s  
of p a s s i v i t y  and o th e r  se lf -d ep rec a to ry  behaviors may i n h i b i t  th e i r  
a b i l i t y  to  succeed i n  a public  school environment.
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Chapter 3 
THE CONTEXT OF DEVELOPMENT
DEMOGRAPHIC INFLUENCES 
Developing a model to  t e s t  th e  r e l a t i o n s h i p  between p a r e n t a l  
a g g r e s s io n  and c h i l d r e n ' s  c o g n i t iv e  development f i r s t  re q u ire s  the 
id e n t i f i c a t i o n  of o ther c h a r a c te r i s t i c s  of the p a ren t-ch i ld  r e la t io n s h ip  
a s s o c i a t e d  w i t h  c h i l d r e n ' s  c o g n i t i v e  s t y l e  and c o g n i t i v e  
function ing . Child development research  suggests  th a t  c e r ta in  demographic 
c h a r a c t e r i s t i c s  o f  th e  ecosystem  in f lu e n c e  c h i l d r e n ' s  c o g n i t i v e  
development. P aren ts ' educational le v e l  and socioeconomic s ta tu s  play 
major ro le s .  Socioeconomic s ta tu s  appears to  in fluence  goals parents  
have fo r  th e i r  ch ild re n  as well as  the behaviors they  r e i n f o r c e  to  
a c h ie v e  th e s e  g o a ls  (Kohn, 1969). Kohn's s tudy  found t h a t  both  
working-class and m iddle-c lass  parents  v a lu e  c h i ld  a t t r i b u t e s  which 
respec t the r ig h t s  of o the rs .  However, m iddle-c lass  parents  focus on 
in te rn a l  processes of s e l f - d i r e c t io n  and empathic understanding while the 
working-class parents  a re  concerned with conformity to  ex te rn a l ly  defined 
standards (Kohn, 1969* P* 21).
This c l a s s  d if fe re n c e  in  focus on in te rn a l  vs. ex te rn a l  process 
appears again in  the l i t e r a t u r e  on im pu ls iv ity  (Kagan, 1984; G oldstein 
and R o llin s ,  1983) and locus of con tro l (Kagan, 1984).
Socioeconom ic s t a t u s  a l s o  a f f e c t s  p a t t e r n s  of c h i l d - r e a r i n g  
(M accoby , 1980, p. 402; Baumrind, 1978), l i n g u i s t i c  developm ent 
(B ernste in , 1965), and communication p a t te rn s  (Minuchin, 1967). The 
widely perceived impact of socioeconomic s ta tu s  on c h i ld re n 's  development
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i a  r e f le c te d  i n  the c o n s is ten t  fe d e ra l  funding fo r  P ro jec t  Head S t a r t ,  an 
ea r ly  education program which has as  i t s  primary goal to  bridge the gap 
between th e  "disadvantaged" and th e i r  more a f f lu e n t  peers to  ensure 
e q u a li ty  of educational opportunity  in  the public  schools.
The educational le v e l  of the parent a f fe c ts  th e i r  knowledge of ch ild  
development. I t  a lso  in f lu en ces  the types of a c t i v i t i e s  they engage in  
w ith  th e  c h i l d r e n  as  w e ll  as  q u a n ti ty  and q u a l i ty  of th e i r  verbal 
exchanges.
C h a r a c t e r i s t i c s  of neighborhoods are  a lso  thought to  a f f e c t  the 
c h i ld 's  development. The surroundings ch ild ren  f in d  themselves in  become 
extensions of th e i r  developing s e l f :  "my house", "my s t r e e t "  (Schiamberg, 
1985). D if fe r e n t ia l  e f f e c t s  on development may be expected on the basis  
of how congruent the neighborhood i s  with the d e f in i t io n  of r e a l i ty  the 
ch ild  i s  le a rn in g  in  the home, as well as how many linkages ch ild ren  
p e r c e iv e  between t h e i r  neighborhood and o th e r  i n s t i t u t i o n s  in  the 
mesosphere (Garbarino, 1982, p. 23).
B e c a u se  c h i l d r e n ' s  p rim ary  c o g n i t iv e  a c t i v i t y  i s  p la y ,  the  
neighborhood's capacity  to provide adequate planned and unplanned play 
a reas  i s  considered c r i t i c a l  to th e i r  development. Neighborhoods where 
play areas  a re  re ad ily  a v a ilab le  and responsive to  a broad range of 
childhood needs are  considered most b en e f ic ia l  to  the c h i ld 's  development 
(Schiamberg, 1985).
Family s t r u c t u r e  c h a ra c te r is t i c s  including  b i r th  order (Clausen, 
1964) and s in g le  parenthood (Parish  and Boyd, 1983; Bronfenbrenner, 1958) 
a lso  appear i n  the l i t e r a t u r e  as possib le  ecosystemic in f luences  on the 
c h i ld 's  development. Clausen refe rences  the work of L. D. H a r r i s  i n  
c h a r a c t e r i z i n g  f i r s tb o r n  sons as having an inner focus which favors  
syn thes is  or connectedness. Later born sons appear more o ther d irec ted ,
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p r e f e r r i n g  a n  a n a l y t i c  l e a r n i n g  s t y l e  w hich  H a r r i s  te rm e d  
"disconnectedness" (Clausen, 1964, p. 21). S tudies  by Sears, Maccoby and 
Levin (1957)» Kagan and Moss (1962), Rosenberg, Goldman and Sutton-Smith 
(1969) are  c i te d  by Sohiamberg (1985) as supporting the in f lu en ce  of 
b i r t h  o r d e r  on v a r i a t i o n s  i n  th e  c h i l d ' s  c o g n i t i v e  and s o c i a l  
development.
S ingle parenthood has f requen tly  been assumed to  have a d e b i l i t a t i n g  
e f f e c t  on c h i ld re n 's  p rosocia l behavior, school achievement and sex ro le  
i d e n t i f i c a t i o n  i n  m ales (Bronfenbrenner, 1958; Kinard and Reinherz, 
1984). P a r is h  and Boyd r e p o r t  t h a t  a c c o rd in g  to  R o t t e r ,  s i n g l e
parenthood f o s t e r s  an ex te rn a l  locus of con tro l in  ch ild re n :  "ch ild ren
from fa th e r  absent fa m il ie s  may experience a massive dose of ' f a t e '  th a t  
in  tu rn  f o s te r s  an ex te rn a l  locus of con tro l"  (1983, p. 287). "Mother
lo s s  can indeed f o s te r  an ex te rn a l  locus of con tro l i n  males" (1983,
p. 318).
The d ra m a tic  i n c r e a s e  i n  s in g le -p a ren t  fam il ie s  has requ ired  a 
c a r e f u l  rev iew  of th e s e  assumed r e l a t i o n s h i p s .  C u rre n t  r e s e a r c h
in d ic a te s  th a t  the e f f e c t  of the s in g le  parent s t ru c tu re  on c h i ld re n 's  
cognitive  development v a r ie s  according to  o ther ecosystem ic  f e a t u r e s  
(C ash ion , 1984). C e r t a in ly  the f in a n c ia l  problems endemic to  s in g le  
parent fa m il ie s  can c re a te  problems in  providing fo r  basic  s u r v iv a l .  
Economically strapped paren ts  o f ten  lack  the time, energy and money to  
provide th e i r  ch ild ren  with cogn it ive ly  e n r ic h in g  e x p e r ie n c e s .  The 
degree to  which the s in g le  parent family i s  i s o la te d  from supportive 
c h i ld -c a re  helpers  p a r t ic u la r ly  of the opposite  gender may a lso  a f fe c t  




D efin itio n s  of Parent
P a re n t in g  I s  a term which has evolved In  the l i t e r a t u r e  from a 
de f in e r  of s te re o ty p ic  sex -ro le  expecta tions  to  a d e f in e r  of androgynous 
ad u lt  ro le  expecta tions  in  r e l a t io n  to  ch ild ren . As a cons truc t  i t  i s  
usually  thought of or used i n  one of two ways: a s  th e  b i o l o g i c a l
p rocrea tion  of o f fsp r in g  or as the care tak ing  behaviors assoc ia ted  with 
the s o c ia l i z a t io n  and physica l w ell-being of ch ild re n  fo r  whom one i s  
le g a l ly  responsib le .
Past s tu d ie s  of ch i ld  development in d ica ted  th a t  ch ild ren  ra ise d  i n  
i n s t i t u t i o n s  had delayed so c ia l  and cognitive  development (Dennis and 
Sayegh, 1965). This f in d in g  was o f ten  in te rp re te d  to  mean th a t  the 
experienced delays were the r e s u l t  of a lack of or an absence of bonding 
with the b io lo g ic a l  parent or "maternal dep riva tion" . Reassessment of 
these s tu d ie s  suggests  th a t  the delays were more a r e s u l t  of a lack  of 
s t im u la tio n  i n  the c h i l d 's  environment than lack  of a s in g le  b io lo g ica l ly  
re la te d  ca re tak er  (R u tte r ,  1971). The focus of parenting s tu d ie s  then 
sw itched  to  c a r e t a k in g  b eh av io rs :  what c h i ld - re a r in g  p ra c t ic e s  the
ad u lts  use to  provide f o r  the ch ild ren  they a re  responsib le  fo r .
D iffe ren t Typologies of Parenting Behavior
A v a r ie ty  of models have been developed to  sp e c ify  s i g n i f i c a n t
aspec ts  of paren ting  behavior. One of these d iv ides  parenting techniques
along the l i n e s  of lo v e -o rien ted ,  re ly in g  on the love re la t io n s h ip  with
the parent, and power a s se r t iv e .
In an overs im p lif ied  way . . .  d is c ip l in e  which focuses on using 
the love r e la t io n s h ip  with the ch ild  tend to  be c o r re la ted  with 
i n t e r n a l i z e d  r e a c t i o n s  to  tran sg ress io n s  ( fe e l in g s  of g u i l t ,
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s e l f - r e s p o n s i b i l i t y ,  o o n fe s s io n )  and with non-aggressive or 
cooperative so c ia l  r e l a t i o n s . . . .  Power a s se r t in g  techniques are  
m ore l i k e l y  t o  o o r r e l a t e  w ith  e x t e r n a l i z e d  r e a c t i o n s  to  
tran sg ress io n s  ( f e a r  of punishment, p ro jec ted  h o s t i l i t y )  and with 
non-oooperatlve, aggressive behaviors (Becker, 1964, p. 176-177).
S tud ies  of cogn itive  development p ro v id e  s im i l a r  d e s c r i p t i o n s :  
"Children l iv in g  i n  a p o s i t iv e  so c ia l  c lim ate w il l  be more w il l in g  to  
le a rn  and more accepting  of so c ia l  norms than c h i ld r e n  l i v i n g  i n  a 
h o s t i l e  or f r ig h te n in g  clim ate"  (Kagan, 1984, p. 218).
Another popular typo logy  o f p a re n t  c h i l d  r e a r in g  b e h a v io r  i s  
B aum rind 's  a u t h o r i t a r i a n ,  a u th o r i t a t iv e ,  permissive model (Baumrind, 
1978). The a u t h o r i t a r i a n  p a r e n t ' s  c h i ld  ten d s  to  be w ithdraw n, 
d i s t r u s t f u l ,  l e s s  a s s e r t iv e ,  l e s s  independent. Children of a u th o r i ta t iv e  
paren ts  are  more l i k e l y  to  be s e l f - r e l i a n t ,  c o n te n t ,  e x p l o r a t i v e ,  
s e l f - s a t i s f i e d ,  s e l f - c o n t ro l le d ,  s e l f - r e l i a n t .  Children of permissive 
paren ts  are  the l e a s t  s e l f - c o n t ro l le d ,  s e l f - r e l i a n t  and exp lo ra tiv e  of 
a l l  th re e  groups (Baumrind, 1978, p. 223-276). A uthorita r ian  parents  
value obedience and the use of powerful, pun itive  measures to  curb the 
c h i l d 's  s e l f - w i l l .  The a u th o r i ta t iv e  parent uses reasoning to  exp la in  
paren ta l p o l ic ie s .  The permissive parent accep ts  a l l  behavior from the 
ch ild  i n  an e f f o r t  to  allow a maximum freedom of expression.
V ariab les  such as "love o r ien ted" ,  "power o rien ted"  and "po s it iv e  
so c ia l  c lim ates"  a re  d i f f i c u l t  to  quan tify  as a re ,  though perhaps to  a 
l e s s e r  ex ten t,  " a u th o r i ta r ia n " ,  " a u th o r i t a t i v e " ,  " p e rm is s iv e " .  This 
makes i t  d i f f i c u l t  to  specify  exactly  what aspect of parenting behavior 
i s  being measured. Another problem stems from a tendency on the p a r t  of 
researchers  to  define the dependent v a r ia b le  as observable behavior or 
lea rn ing  r a th e r  than as d e f in i t io n s  of r e a l i t y  which organize cognition. 
Perhaps the g re a te s t  impact parenting s ty l e  has on development i s  the way 
i t  defines  fo r  the ch ild  what context c lues to  look fo r  i n  a s i tu a t io n
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and whioh ones to  ignore . Parents provide ch ild ren  with the g e s t a l t  with 
which they see the  world.
These models pay v i r tu a l ly  no a t t e n t io n  to  the reasoning process 
which may precede the choice of ch ild  rea r in g  p ra c t ic e s  by the parent. 
There even seems to  be a h in t  of lo g ic a l  positiv ism  in  the d e l in e a t io n  of 
these typo log ies: the love o r ien ted  appears " b e t te r"  than the power
a s s e r t i v e ;  t h e  a u t h o r i t a t i v e  s u p e r i o r  to  t h e  p e r m i s s i v e  o r 
a u th o r i ta r ia n .  There i s  no acknowledgement of the ro le  in d iv id u a ls  play 
i n  o r g a n i z i n g  t h e i r  own r e a l i t y  a c c o r d i n g  t o  t h e  c o g n i t i v e  
re p re se n ta t io n s  we have discussed .
Ihs C onstructionist. Pgglttan
I f  we assume th a t  r e a l i t y  i s  a s o c ia l-c o g n i t iv e  cons truc t  and th a t  
as such, a m u l t ip l ic i ty  of meanings e x i s t ,  then i t  follows th a t  the ch ild  
rea ring  p ra c t ic e s  we observe paren ts  p a r t ic ip a t in g  i n  stem in  some way 
from th e i r  perception  of what th e  w orld  i s  r e a l l y  l i k e :  " P a re n ts
ac t iv e ly  organize the r e a l i t y  of both so c ia l  and non-social o b jec ts  in to  
schemata th a t  guide th e i r  behavior" (S ige l  and Laosa, 1983).
B ased on t h e i r  c o n s t r u c t i o n  of r e a l i t y ,  p a r e n t s  deve lop  an 
evalua tion  network th a t  predisposes them to  how they w i l l  a c t ,  when they 
w i l l  ac t and upon what. This " c o n s t ru c t io n is t"  p o s i t io n  i s  co n s is ten t  
with the te n e t  of symbolic in te ra c t io n a l ism  which s ta t e s  " i f  men define 
s i tu a t io n s  as r e a l ,  they are r e a l  in  th e i r  consequences" (Thomas, 1928). 
Research by S igel and Laosa (1983) i d e n t i f i e s  seven "fo lk" models of 
parenting based on p aren ta l  b e l ie f s  about how ch ild ren  le a rn  and what the 
ex te rn a l  world i s  r e a l ly  l i k e .  These models a l s o  p r e s e n t  v a ry in g  
p e r c e p t io n s  o f th e  p a r e n t - c h i l d  r e la t io n s h ip  and how much paren ta l 
contro l i s  app ro p ria te  w ith in  the context of th i s  re la t io n s h ip .
The Maslow m odel assumes t h a t  c h i ld r e n  l e a r n  b e s t  th rough  
nondirective experience. The ex te rn a l  world i s  a p o s i t iv e  p lace . The 
p a r e n t -c h i ld  r e la t io n s h ip  i s  e s s e n t ia l ly  an enabling f r ie n d sh ip  which 
req u ire s  l i t t l e  p a re n ta l  c o n t r o l .  The G e s e l l  model i s  s i m i l a r  i n  
defin ing  the world as p o s i t iv e .  The ch ild  i s  assumed to  le a rn  through 
s tages  and although th e re  i s  not much con tro l by the paren t,  they are  
assumed to  "know more" than the ch ild  and a re  th e re fo re  responsib le  fo r  
o rc h e s tra t in g  the " r ig h t  conditions"  fo r  lea rn ing .
Four of the remaining models define the p a re n t-c h ild  r e la t io n s h ip  as 
h ie ra rc h ic a l  and expect the parent to  e x e r t  con tro l i n  the re la t io n s h ip .  
They vary in  how they define lea rn in g  and the degree of h o s t i l i t y  they 
a t t r i b u t e  to  the e x te rn a l  world. The obedience s e l f - r e l i a n c e  model 
em phasizes  s e l f - d i s c i p l i n e  and s e l f - r e l i a n c e  i n  a world which i s  
perceived as challenging a t  bes t.  The p a ren ts ' job i s  to  teach ch ild ren  
how to  cope. The Adlerian model be lieves  ch ild ren  le a rn  by im ita t io n  and 
experience. The best world fo r  the Adlerian i s  a cooperating group and 
em phasis i s  p laced  on th e  paren ta l duty to  teach appropria te  group 
s k i l l s ,  e sp e c ia l ly  through modeling. The b e h a v i o r i s t  model d e f in e s  
lea rn in g  as a conditioning  process. I t  presumes d e f in i t io n s  of good and 
bad are  the perogative of those with the g re a te s t  power. The paren ta l 
duty in  t h i s  model i s  to  teach ch ild ren  how to  achieve power (with agents 
of so c ia l  co n tro l)  through conformity. The C a lv in is t  model a lso  defines 
l e a r n in g  a s  c o n d i t io n in g  a l th o u g h  g r e a t e r  em phasis  i s  p laced  on 
in te rn a l i z a t io n  of so c ia l  norms through g u i l t  inducing techniques. The 
world i s  perceived as so h o s t i l e  in  t h i s  model th a t  the p a re n ts '  ro le  
becomes one of keeping the ch ild  sa fe  from i t s  co rrup tion . The seventh 
model de linea ted  i s  the a u th o r i t a t iv e - t r a n s i t io n a l  model. There i s  an 
ambiguous d e f in i t io n  of how lea rn in g  occurs in  th i s  model. The parents
v a c i l l a t e  between imposing p a ren ta l  d e f in i t io n s  on tbe c h ild  and l e t t i n g  
him/her le a rn  through exp lo ra tion  of the environment. This model tends 
to  r e s u l t  i n  paren ta l  behaviors charac te r ized  by inconsis tency  and a 
c o n f l ic tu a l  p a ren t-ch i ld  r e la t io n s h ip .  What i s  i n t e r e s t in g  about the  
a u th o r i ta t iv e  t r a n s i t io n a l  model i s  th a t  i t  i s  f req u en tly  used by parents  
who were victim s of abuse as ch ild ren  (S ige l and Laosa, 1983).
I t  i s  p o s s ib l e  th en ,  t h a t  s t u d i e s  o f  the e f f e c t s  of s p e c i f ic  
p a re n t in g  s t y l e  on c h i ld  c h a r a c t e r i s t i c s  cou ld  p ro d u c e  c l e a r e r  
re la t io n sh ip s  i f  g re a te r  a t te n t io n  were paid to  the s p e c i f ic a t io n  of both 
dependent and independent v a r ia b le s .  There must a lso  be a reco g n it io n  of 
the impact of the parents  cogn itive  re p re se n ta t io n  of th e i r  own ro le  on 
the paren ta l behaviors they choose. F in a l ly ,  these s tu d ie s  must extend 
th e i r  d e f in i t io n  of the p a ren t-ch i ld  re la t io n s h ip  to  include the context 
i n  which the r e la t io n s h ip  i s  embedded.
THE IMPACT OF PHYSICAL FORCE
Like o ther areas  of research  on the p a r e n t - c h i ld  r e l a t i o n s h i p ,  
r e s e a rc h  on th e  e f f e c t s  of ch i ld  abuse i s  inconclusive . There are 
several reasons fo r  t h i s .  Like a l l  a reas  of in q u iry  in to  family l i f e ,  
access to  inform ation about paren ta l use of aggression i s  l im ite d .  There 
are f a i r l y  strong c u l tu ra l  norms which define  what happens w ith in  the 
family as beyond the l im i t s  of s c i e n t i f i c  inq u iry .  Study of domestic 
vio lence has been fu r th e r  hampered by a c u l tu ra l  approbation of violence 
as a le g i t im a te  method of so c ia l  co n tro l.  The le g i t im a t io n  of violence 
i s  p a r t ic u la r ly  strong when a p p l ie d  to  c h i l d r e n .  Although c u r r e n t  
re s e a rc h  i n d i c a t e s  a decrease in  severe ch i ld  abuse i n  two partner 
fam il ie s ,  physical punishment continues as a le g i t im a te  ch ild  rea rin g  
technique (S traus and G elles, 1986). Because the use of fo rce  aga inst
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ch ild ren  has been aocepted behavior, I t  i s  understandable th a t  l i t t l e  
e f f o r t  has gone in to  studying i t s  e f f e c t .
Tbe o r i g i n a l  d e f in i t io n  of non-accidental in ju ry  in  c h i ld re n  as 
problematic came from the medical community. In  1962, Henry Kempe 
id e n t i f i e d  the b a t te re d -c h i ld  syndrome as "a c l i n i c a l  cond ition  i n  young 
ch ild ren  who received se rious  physical abuse, genera lly  from a paren t or 
f o s t e r  p a re n t  tt (Kempe e t  a l . ,  1962). The medical model favors  a 
c l i n i c a l  i n te rp r e ta t io n  of events. In the case of ch i ld  abuse, t h i s  
in t e rp r e ta t io n  led  to  the assumption of pathology on the p a r t  of the 
abuser: "In most cases some defec t of ch arac te r  s t r u c tu re  i s  probably
p resen t;  o f ten  parents  may be repea ting  the type of ch ild  care  p rac ticed  
on them" (Kempe e t  a l . ,  1962, p. 24).
This assumption of pathology had severa l  ra m if ica t io n s ,  the most 
s ig n i f ic a n t  being th a t  i t  slowed down e f f o r t s  to  study the s t r u c tu r a l  
c au ses  of dom estic  v io le n c e .  I t  f o s t e r e d  p s y c h ia tr ic  in te rv e n tio n  
techniques fo r  p e rp e tra to rs .  These were d ire c ted  a t  in d iv id u a l  recovery 
ra th e r  than systemic change. I t  provided an impetus fo r  ch i ld  w elfare  
programs which remove ch ild ren  from th e i r  homes.
R e l i a n c e  on th e  m e d ic a l  model a l s o  l e d  t o  some s e r i o u s  
methodological problems i n  studying the e f f e c t  of v io lence on the c h i ld 's  
developm ent. Early s tu d ie s  were recorded as c l i n i c a l  case h i s to r i e s  
(Kempe and H eifer ,  1980; Martin, 1976). These rep resen ted  only those 
c h i l d r e n  who w ere  s e v e r e l y  enough a b u s e d  t o  w a r r a n t  m edica l 
treatm ent. The e f fe c ts  of p a re n ta l  v io le n c e  which was l e s s  ex trem e 
continued to  be unexplored.
What c a se -h is to ry  d esc r ip t io n s  did provide was inform ation  which 
allows the form ulation of hypotheses about what the e f f e c t s  of paren ta l 
v io le n c e  might be (Kempe and H eifer, 1980). These suggest th a t  the
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e x p e r ie n c e  o f v io le n c e  a f f e c t s  c h i l d r e n ' s  development i n  a manner 
comparable to  o ther s i tu a t io n s  where th e re  has been a v i o l a t i o n  of 
paren ta l  t r u s t .  The developmental processes of s e l f - d i f f e r e n t i a t i o n  and 
competency appear to  be most a ffec ted .
S e lf  D if fe re n t ia t io n
The parent ch i ld  r e la t io n s h ip  i s  unique i n  th a t  i t  rep re sen ts  the 
only in tim a te  re la t io n s h ip  which has separa tio n  as i t s  u lt im a te  goal. 
Parents commit time, energy and economic resources to  in d iv id u a ls  who 
w i l l  eventually  leave them. Parents who engage in  physical aggression 
a g a i n s t  t h e i r  c h i l d r e n  h av e  d i f f i c u l t y  w i th  t h i s  p ro c e ss  of 
in d iv id u a tio n .  Their m otivation fo r  ch ildbearing  i s  o f ten  r e la te d  to  a 
d e s ire  fo r  someone to  love them. Their se lf-esteem  i s  e a s i ly  threatened 
by the c h i ld 's  e f f o r t s  a t  autonomy. Part of t h i s  i s  due to  a lack  of 
understanding of ch ild  development which makes the c h i l d 's  e f f o r t s  a t  
competency d i f f i c u l t  to  endure (Martin, 1979» p. 418). The c h i l d ' s  
emerging autonomy i s  a lso  th rea ten ing  due to  i t s  symbolic acknowledgement 
t h a t  th e  c h i ld  i s  s e p a r a t e  from -  n o t  p a r t  -  o f  t h e  p a r e n t .  
Behaviorally, these f e a r s  ac t  themselves out in  the p a t te rn s  of confused 
boundaries and p a ren t-ch i ld  ro le  re v e rsa ls  common to  abusive fam ilie s  
(Kempe and H eifer,  1980, p. 42).
The e f f e c t s  of t h i s  enmeshment on the developing c h ild  l i e  in  an 
i n a b i l i t y  to d e l in ea te  ou t of the global experience of childhood a c lea r  
sense of who they are . This lack  of s e l f - d i f f e r e n t i a t i o n  can be expected 
to  l im i t  a l l  areas  of development (R usse ll ,  1979* p. 29). M otorically i t  
can i n h i b i t  the c h i l d 's  o r ie n ta t io n  of s e l f  in  space. This e f f e c t s  not 
only coordination  and movement but a lso  c h i ld re n 's  sense of contro l over 
th e i r  physical environment. These ch ild ren  o ften  develop symptoms of
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t im id i ty ,  f e a r  of s trange  p laces  and a pervasive f e a r  of taking r is k s .  
H eifer d escribes  t h i s  e f f e c t  of growing up i n  an a b u s iv e  f a m ily  a s  
growing up to  be "out of oon tro l"  (1980, p. 37)*
Lack of s e l f - d i f f e r e n t i a t i o n  l im i t s  the c h i l d 's  s o c ia l - e m o t io n a l  
development to  an experience of l i f e  as seen through the eyes of th e i r  
paren ts .  These ch ild re n  can seldom t e l l  you what they l i k e  or do not 
l ik e  to  do. This "muting" of the senses has serious  consequences fo r  the 
c h i ld 's  development. Children le a rn  through sensa tion  and movement. I f  
they are  denied access to  these or fe a r  involvement with them, they grow 
up i n  a s t a t e  of sensory and v e s t ib u la r  dep r iva tion  (Kempe and H eifer, 
1980, p. 3 8 ) .  Such d e p r i v a t i o n  e f f e c t s  c o g n i t i v e  developm ent by 
in h ib i t in g  the very p ro c e s s e s  by which c h i ld r e n  a c q u i r e  c o g n i t iv e  
re p re se n ta t io n s .  Work by Kagan s t r e s s e s  the simultaneous development of 
s e l f - d i f f e r e n t i a t i o n  and the a b i l i t y  to think a b s t r a c t ly  (Kagan, 1964, 
p. 74).
F a i l u r e  a t  s e l f - d i f f e r e n t i a t i o n  p r e v e n t s  t h e  c h i l d  from 
d i f f e r e n t i a t in g  between f e e l in g  s t a t e s  and behavior. They are  unable to  
o b je c t i fy  the s e l f  s u f f i c i e n t ly  to  observe th e i r  f e e l in g  s t a t e s  and make 
dec is ions  about how to  a c t  upon them. This f o s te r s  the development of 
reac tio n a ry  behavior p a t te rn s  and in t e n s i f i e s  the c h i ld 's  sense of being 
out of co n tro l.
Perhaps most im p o r ta n t ly ,  lack of s e l f - d i f f e r e n t i a t i o n  prevents 
ch ild ren  from lea rn in g  how to g e t  th e i r  own needs met. I f  I  c a n ' t  
id e n t i fy  who I  am I  c e r ta in ly  c a n ' t  Id e n t ify  what I  need or want. This 
in h ib i t s  the c h i ld '3  development of a c r i t i c a l l y  important so c ia l  s k i l l .  
"One of the most im portant s k i l l s  th a t  a ch ild  must le a rn  i s  how to  get 
h i s  or h e r  needs met i n  an a c c e p ta b le  manner and when th e  most
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appropria te  time i s  to  seek t h i s  f u l f i l lm e n t"  (Kempe and H eifer ,  1980, 
p. 39).
On Competency
The e x p e r ie n c e  o f p a r e n ta l  abuse i s  f r e q u e n t ly  l in k e d  w ith  
impairments of the c h i l d 's  competency. Some authors  describe  the c h i ld 's  
d e f ic ie n c ie s  i n  terms of soc ia l-em otional development (Schneider-Rosen 
and C ic c h e t t i ,  1984). The m ajority  r e l a t e  the experience to  a v a r ie ty  of 
neurological s o f t  s ign d e f i c i t s  as  well as impairments of language and 
in t e l l e c t u a l  function ing  (Martin, 1979; Elmer, 1967; Green, 1981; H eifer, 
1985; Money, 1982, Jaudes and Diamond, 1985). Current research  in  t h i s  
area suggests  th a t  the p a ren ta l  v io lence in te r f e r e s  with the development 
of competency i n  one of th r e e  ways. Head trauma i s  considered a 
s ig n i f ic a n t  cause of re ta rd a t io n  (Jaudes and Diamond, 1985, p. 343 ).  
Other types of impairment are  thought to  be e i th e r  an in h ib i t io n  of the 
development of se lf-es teem  or through abberations  in  c h i ld re n 's  cognitive  
s ty le  which hamper th e i r  a b i l i t y  to  achieve.
The e f f e c t s  of v io lence on s e l f - e s te e m  a re  u n c le a r .  There i s  
th e o re t ic a l  support fo r  the p o s it io n  th a t  ch ild ren  whose sa fe ty  needs are  
not met or who experience excessively  pun itive  parenting w il l  have a 
negative self-im age which in h ib i t s  growth (Maslow, 1968; Kagan, 1984). 
Research te s t in g  th i s  assumption has produced in c o n s is te n t  r e s u l t s .  Some 
rep o r t  th a t  abused ch ild re n  have lower se lf-esteem  than th e i r  peers while 
o thers  claim no d iffe re n c e  between the two groups (Oates, 1985).
T h e o r ie s  l i n k i n g  se lf-esteem  and cognitive  s ty le  to  achievement 
appear f requen tly  i n  the s o c ia l iz a t io n  l i t e r a t u r e .  Rosenberg (1965), 
C o o p e rsm ith  (1967) and Maccoby (1980) s u p p o r t  the  i n f lu e n c e  of 
se lf-esteem  on lea rn in g  as  well as o ther areas  of development. The work
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of L e fc o u r t  (1966),  Nowicki and S tr ick lan d  (1973), Crandall (1965), 
Rotter (1966) and L i t s h i tz  (1973, 1978) provide documentation o f how 
c h i ld re n 's  perceptions of con tro l a f f e c t  th e i r  a b i l i t y  to  le a rn .  These 
authors conclude th a t  unless  ch ild ren  experience a contingency between 
i n i t i a l  e f fo r t s  to  produce and some m odifica tion  or reward, they quickly 
lo se  i n t e r e s t  in  seeking new forms of mastery (B a t t le ,  Esther and R otter ,  
1963, P. 489).
The work of Kagan (1984) as w ell as Feshback (1973) and F la v e l l  
(1977) su g g es t  t h a t  d i f f e r e n t  en v iro n m e n ta l  e x p e r ie n c e s  i n f lu e n c e  
c h i ld re n 's  metacognitive s t ru c tu re s .  This r e s u l t s  i n  v a r ia t io n s  of both 
so c ia l  competency and academic success.
In the l a s t  severa l years, re sea rch ers  have begun to  examine the 
re la t io n s h ip  between the experience of abuse and various  a t t r i b u t e s  of 
the c h i l d 's  cogn itive  s ty le .  The research  i s  scan t,  but what does e x is t  
supports  a s im ila r  conclusion: "Abuse i s  considered detr im en ta l in  a
wide range of developmental a reas :  physica l,  neuro log ical,  i n t e l l e c t u a l ,  
behavioral and emotional" (Sandgrund, 1974, p. 428).
Impairments in  co gn it ive  s ty le  which influence c h i ld re n 's  problem 
solving a b i l i t y  appear to be a ffec ted  by the experience of v io lence. 
Work by both Barahal (1981) and Slade e t  a l .  (1984) found th a t  abused 
ch ild ren  e x h ib i t  a more ex te rn a l ized  locus of con tro l as well as a more 
e g o c e n t r i c  p e r s p e c t iv e  ta k in g  s ty l e  (Barahal, 1981). Weaknesses in  
impulse contro l a re  a lso  seen as c h a rac te r iz in g  the problem-solving s ty le  
of abused ch ild ren  (Elmer, 1967; Kempe and H eifer, 1980). Whether th i s  
i s  due to  v e s t ib u la r  immaturity or a psychological f e a r  of f a i l u r e  i s  
unclear. However, i t s  e f f e c t  i s  a performance marred by frequent e r ro r  
and an apparent lack  of e f f o r t .
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Paren ta l Aggression and C h ild ren 's  Cognitive Development
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S tu d ie s  o f  tb e  e f f e c t  o f  v io le n c e  on ach ievem ent l in k  i t  to 
d e f ic ie n c ie s  in  both speech and language (Harmon, 1984; Elmer, 1967; 
Blager, 1979) and in t e l l e c t u a l  function ing  (Barahal, 1981; Elmer, 1967)- 
I t  would appear th a t  as  research  on the developm ent of abused 
v ic t im s  expands, q u a n t i ta t iv e  support w i l l  be found fo r  the c l in i c a l  
impression th a t  these ch ild ren  " f a i l  poorly on measures of cognition , 
language and le a rn in g 11 (Martin, 1979, p. 418).
S p ec if ic a t io n  of the Model
T h e o r i e s  o f  c o g n i t i v e  d e v e lo p m e n t  a s  w e l l  as  q u a l i t a t i v e  
d esc r ip t io n s  of abused ch ild re n  suggest severa l  models of the possib le  
r e l a t i o n s h i p  between p a r e n t a l  a g g r e s s io n  and c h i l d r e n ' s  cogn itive  
development. The repeated  experience of p aren ta l  aggression  may d i r e c t ly  
a f f e c t  c h i l d r e n ' s  c o g n i t i v e  developm ent th rough  an i n h i b i t i o n  of 
achievement o rien ted  behaviors. A lte rn a t iv e ly ,  p aren ta l  aggression  may 
in d i re c t ly  a f fe c t  c h i ld re n 's  cogn itive  development through i t s  a f f e c t  on 
the c h i ld 's  se lf-esteem . In fa m il ie s  where excessive physical fo rce  i s  
u s e d ,  th e  r e p e a te d  g e s tu r e  of h i t t i n g  may r e s t r i c t  th e  c h i l d ' s  
development of a p o s i t iv e  s e l f - d e f in i t io n .  This may l im i t  the c h i ld 's  
a b i l i t y  to perform successfu lly  in  the school environment. In e i th e r  
case, the repeated experience of p a ren ta l  aggression  i s  p redicted  to  be 






Four hypotheses were in v e s t ig a te d  i n  the cu rren t s tudy. They were:
1. The g re a te r  the amount of p aren ta l  aggression  ex p e r ien ced  by 
ch ild ren , the g re a te r  th e i r  developmental la g  in  the a reas  of memory, 
language and achievement.
2 . The g r e a t e r  the amount of paren ta l aggression experienced by 
ch ild ren , the g re a te r  the  im pulsiv ity  in  the c h i l d 's  cogn itive  s ty le .
3 .  The g r e a t e r  the amount of p aren ta l  aggression experienced by 
ch ild ren , the g re a te r  t h e i r  tendency toward an e x te rn a l  locus  of co n tro l.
4 .  C h i ld re n  who a r e  l a b e le d  as  em otionally  handicapped have a 
g re a te r  frequency of being abused than ch ild ren  i n  the n o n - id e n tif ied  
comparison group.
Sample
The sample was drawn from the population of ch ild re n  a ttend ing  the 
Portsmouth, N.H. elementary schools d u r in g  th e  y e a r s  1983-1985. I t  
consis ted  of f i f ty - tw o  ch ild ren .
The sample was s t r a t i f i e d  on the  bas is  of whether or not the 
ch ild ren  were labe led  emotionally handicapped. The d ec is ion  to  s t r a t i f y  
the sample i n  t h i s  way was based on the f a c t  th a t  circumstances made i t  a 
pe rfec t  opportunity  to  ga ther  inform ation  about th i s  d i f f i c u l t  to  access 
group. Having developed the Portsmouth program which se rv ices  these 
ch ild ren , I  was a "known commodity" to  both the school personnel and the
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parents  of tbe i d e n t i f i e d  ob ild ren . . The rapport  which e x is ted  between 
myself and many of the paren ts  encouraged  t h e i r  w i l l i n g n e s s  to  be 
interview ed. I  f e l t  t h i s  presented a unique opportunity  to  In v e s t ig a te  
whether tbe p a t te rn  of use of physical fo rce  by paren ts  varied  fo r  th i s  
group of ch ild re n  from the p a t te rn  which occurred i n  fa m il ie s  with no 
id e n t i f i e d  ch ild .
Twenty-nine of the f i f ty - tw o  ch ild ren  i n  the sample were labe led  
emotionally handicapped and had been assigned to  the sp e c ia l  education 
program "KIDS". The o th e r  tw e n ty - th re e  ch ild re n  were from regu la r  
classrooms. These ch i ld re n  were matched to  the sp ec ia l  education group 
by sex and grade. The paren ts  of the s ix  ch ild re n  chosen as matched 
p a ir s  fo r  the remaining handicapped ch ild re n  refused  to  p a r t ic ip a te  i n  
the study. Matching was done to  con tro l fo r  the o v errep resen ta tion  of 
boys genera lly  found i n  sp ec ia l  education as opposed to  th e  g e n e ra l  
e lem en ta ry  schoo l p o p u la t io n .  The c h i l d r e n  were a l s o  matched by 
neighborhood to  con tro l  fo r  the overrep resen ta tio n  of c e r ta in  Portsmouth 
neighborhoods i n  sp e c ia l  education as opposed to  the general school 
population.
The primary parent of each ch ild  i n  the sample was in terview ed.
There were s ix ty  ch ild re n  e n ro l le d  i n  th e  "KIDS" program from 
1983-1985. Of th a t  number, e ig h t  were t u i t i o n  s tuden ts  from various 
p a r ts  of Maine and New Hampshire. The remaining f i f ty - tw o  c h ild re n  were 
Portsmouth re s id e n ts .  The non-Portsmouth re s id e n ts  were not included in  
the sample due to  d i f f i c u l t i e s  in  ob ta in ing  a group of n o n - id e n tif ied  
ch ild ren  from each of the represented  towns. I n i t i a l  l e t t e r s  were sent 
to the paren ts  of the e n t i r e  population of Portsmouth c h ild re n  en ro lled  
in  "KIDS". L e tte rs  were a lso  sent to  the parents  of f i f ty - tw o  elementary 
school ch ild re n  who were randomly se le c ted  from a l l  those who met the
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c r i t e r i a  fo r  matching. A t o t a l  of twenty-nine parents  with ch ild ren  in  
the "KIDS" program agreed to  p a r t ic ip a te .  Of the remaining twenty-two 
parents with ch ild ren  i n  "KIDS", seven refused . The remaining f i f t e e n  
made no response. The i n i t i a l  response was l e s s  p rom is ing  f o r  the  
f i f t y - tw o  parents  i n  the  non-labeled group. Only fou rteen  agreed to  
p a r t i c i p a t e .  The number o f r e f u s a l s  was tw elve .  The number of 
non-responses was tw enty-six .
Refusals and non-responses from parents with ch ild ren  in  the "KIDS" 
program p re se n te d  some s e r io u s  problem s. I t  was not p o s s ib l e  to  
s u b s t i tu te  cases when someone refused  to  p a r t ic ip a te  since the o r ig in a l  
f i f ty - tw o  people rep resen ted  the e n t i r e  number of Portsmouth re s id e n ts  
with ch ild ren  i n  the "KIDS" program. Those who f a i l e d  to  respond were, 
fo r  the most p a r t ,  pa ren ts  who have h i s to r i e s  of r e s i s t i n g  any contact 
with the "KIDS" s t a f f .  I t  was considered detr im enta l to  the c h i ld 's  
progress in  sp ec ia l  education  to  pursue these p o te n t i a l  c a s e s .  The 
concern was th a t  paren ts  would consider th i s  a form of harassment by 
which they could j u s t i f y  the c h i l d 's  removal from the program.
For each r e fu sa l  received  from a parent in  the comparison group, a 
l e t t e r  was sen t to  the parent of a second c h i ld  s e l e c t e d  from the  
o r i g i n a l  e l i g i b i l i t y  l i s t .  This  second sampling r e su l te d  i n  th ree  
ad d it io n a l  p a r t ic ip a n ts .  Second and th i rd  l e t t e r s  were sen t to  each 
person who f a i l e d  to  respond to  the o r ig in a l  l e t t e r .  When t h i s  produced 
only two a d d it io n a l  cases, build ing  p r in c ip a ls  were a3ked to  con tac t the 
remaining p o te n t ia l  respondents from th e i r  re sp ec tiv e  school d i s t r i c t s .  
I t  appeared th a t  t h i s  r e su l te d  i n  nine a d d i t i o n a l  c a s e s .  However, 
several of these people refused  to  be interviewed or did not show up fo r  
appointments. Only th ree  a d d it io n a l  cases were added to  th e  sample
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through the p r in c ip a l  co n tac ts .  This brought the number of p a r t ic ip a t in g  
parents  of n o n - id e n tif ied  ch ild ren  to  tw enty-three.
Independent. and Dependent V a r la b le s
The primary independent v a r ia b le  of the study i s  p aren ta l  use of 
physical fo rce .  The second independent v a r ia b le  i s  p a r e n ta l  use of 
verbal aggression. Both v a r ia b le s  were measured a t  th ree  l e v e l s :  low, 
middle and high.
A group o f  fam ily  s t r u c t u r e  v a r i a b l e s  was developed from the 
in t e r v i e w  d a t a .  These were used to  c o n t r o l  f o r  o th e r  p a r e n t a l  
c h a r a c te r i s t i c s  which a re  associa ted  with cogn itive  development. These 
included s in g le  parenthood; sex and educational le v e l  of parent.
The study a lso  co n tro lled  fo r  ch ild  c h a r a c te r i s t i c s  of age and sex.
The dependent v a r ia b le s  were measures of the c h i ld 's  (A) cogn itive  
atvlfi. (B) cogn itive  function ing  and (C) se lf-es teem . The elements of 
cogn itive  s ty le  which were measured were:
(1) Memory, opera tiona lized  as the c h i l d ' s  score on the d ig i t - s p a n  
su b - te s t  of the Wechsler In te l l ig e n c e  Test fo r  Children-Revised (WISC-R) 
(Wechsler, 197 4).
(2) Im p u ls lv l tv - re f le c t io n , opera tiona lized  as the c h i ld 's  score on 
Kagan's Matching Fam iliar Figures Test (MFFT) (Kagan, 1965).
(3) Locus of c o n t ro l , opera tiona lized  as the c h i ld 's  score on the 
Strickland-Nowicki Locus of Control Life-Span Scale (1973).
Cognitive function ing  was assessed by measures of achievement and 
recep tive  language development. Achievement was opera tiona lized  by the 
c h i ld 's  score on the (4) Peabody Individual Achievement Test (P1AT) (Dunn 
and Markwardt, 1970). Scores on the (5) Peabody P ic tu re  Vocabulary Test
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(PPVT) (Dunn and Dunn, 1981) were used to  o p e ra t io n a l iz e  recep tiv e  
language development.
S e l f - e s te e m  was considered an in te rv en in g  v a r ia b le  which may be 
effec ted  by paren ta l use of physical fo rce  and which may in  tu rn  e f f e c t  
the c h i ld 's  cognitive  development. Self-esteem  was opera tiona lized  as 
the c h i ld 's  score on the (6) P ie rs  H arris  Self-Concept Scale (1976).
Parent Behavior Measures
Form N of the C o n flic t  Tactics  Scale (S traus , 1979) was used as the 
measure of use of both physical and verbal aggression  by the paren t.  The 
Scale formed p a r t  of a l a rg e r  in terv iew  schedule developed to  le a rn  more 
about how d i f f e r e n t  p a r e n t in g  te c h n iq u e s  m ight a f f e c t  the  c h i l d ' s  
c o g n i t iv e  developm ent. In  a d d i t i o n  to  the C onflic t  Tactics  Scale , 
parents were asked to respond to  s ix ty  items ranging from demographic 
inform ation about themselves and th e i r  fa m il ie s  to  goals  they had fo r  
th e i r  ch ild ren . They were asked to describe  th e i r  f a v o r i t e  parenting 
techniques as w ell as th e i r  a t t i tu d e s  toward physical punishment.
The demographic inform ation  from the in terv iew  schedule was used to 
develop the measures c o n tro l l in g  fo r  c h i ld  and parent c h a r a c te r i s t i c s  
other than verbal aggression  and physical fo rce  which may be asso c ia ted  
with the c h i ld 's  cogn itive  development. However, the primary a n a ly s is  of 
th is  study used indexes developed from the C onflic t  Tactics  Scale as 
measures of the independent v a r ia b le s .
The Scale c o n s is ts  of nineteen item s designed to  assess  the ty p ica l  
problem solving techniques employed by the parent and c h i ld  during the 
l a s t  year. Items range from those which re ly  on reasoning "how often  did 
you d iscuss  the i s s u e " ,  to  th o se  i n d i c a t i n g  use o f e i t h e r  v e rb a l  
a g g re s s io n ,  minor v io le n c e  or severe v io lence as a problem solving
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teohnlque. The C onflic t  Taotios Scale fo r  parent to  ch ild  rep o rt in g  has 
th e  fo l lo w in g  r e l i a b i l i t y  c o e f f i c i e n t s :  r e a s o n i n g ,  . 6 9 ;  v e r b a l  
aggression, .77; and v io lenoe, .62 . There i s  a lso  evidence Supporting 
the concurrent and co n s tru c t  v a l id i ty  of t h i s  Instrument (S tra u s ,  1979, 
P. 85).
P a re n ts  were asked to  respond to  the C onflic t  Tactics  Scale by 
reading to themselves and p lacing  i t  i n  an envelope which they th en  
sealed. The envelopes were then coded and in form ation  from the C onflic t  
Tactics  Scale was analyzed sep a ra te ly  from the r e s t  of tbe in terv iew  
schedule. This was done to  p ro te c t  the p a r e n t 's  anonymity in  the event 
th a t  they reported  a o t iv i ty  which might be considered crim inal.
The f a c t  th a t  the C onflic t  Tactics  Scale required  the a b i l i t y  to  
read elim inated two paren ts  who were i l l i t e r a t e .  Six o ther  parents  did 
not complete the schedule e i th e r  because they refused to  or because they 
Ind ica ted  a p reference fo r  not having to  put anything in  w r itin g .
Cognitive S tv le  Measures
The W echsler I n t e l l i g e n c e  S c a le  f o r  C h ild ren-R ev ised  (WISC-R) 
defines in te l l ig e n c e  as  the  " o v e r a l l  c a p a c i ty  o f an i n d i v i d u a l  to  
understand and cope with the world around him” (Wechsler, 197^> P* 17). 
The sca le  was s tandardized  on a s t r a t i f i e d  sample o f  2200 c h i ld r e n  
between th e  ages o f s ix  years  ze ro  months and s ix teen  years eleven 
months. The s t r a t i f i c a t i o n  along the  v a r i a b l e s  o f  age , sex , r a c e ,  
geo g rap h ic  r e g io n ,  o c c u p a t io n  of head of household and u rban-rura l 
residence was arranged a c c o rd in g  to  th e  1970 U nited  S t a t e s  Census 
(Wechsler, 1974* p. 17)*
There are twelve su b te s ts  included i n  the sc a le  ten  of which are 
used to c a lc u la te  in te l l ig e n c e  q u o t ie n ts  or " I .Q ." sco res . The sca le
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generates  th re e  of th ese :  a verbal I .Q . , a performance I.Q. and a f u l l  
sca le  I.Q. A scaled  score  can be obtained f o r  each of tbe su b te s ts .  The 
scaled scores  of each s u b - te s t  have a mean of 10 and a standard dev ia tion  
of 3. The d i g i t  span s u b te s t  used i n  th i s  study i s  a supplementary t e s t  
which i s  used i n  c l i n i c a l  s i tu a t io n s  when more d iag n o stic  inform ation  i s  
required . I t  c o n s is ts  of fo u rteen  s e r ie s  of numbers presented a t  a ra te  
of one per second. The su b te s t  has two p a r t s :  d i g i t s  forward and d ig i t s  
backward. No d i g i t s  a re  repeated in  a s e r ie s .  The sequence must be 
r e p e a t e d  w i t h o u t  e r r o r  i n  th e  c o r r e c t  sequence a f t e r  a s in g l e  
p resen ta tio n . Success on the f i r s t  attempt of any t r i a l  i s  scored a t  two 
p o in t s .  Success on the  second attempt i s  scored as one po in t.  The 
maximum raw score  i s  28. The average r e l i a b i l i t y  of the d i g i t  span 
s u b - t e s t  ( f o r  a l l  a g es )  i s  .7 8 .  The av erag e  s ta n d a rd  e r r o r  of 
measurement i s  1.44.
Im p u ls iv i ty - re f le c t io n  was measured by the c h i l d 's  score on Kagan's 
Matching Fam iliar F igures T e s t  (MFFT) (Kagan, 1965). I m p u ls iv i ty -  
r e f le c t io n  i s  considered as  a composite of two dimensions: la tency  to
f i r s t  response and accuracy of response or t o t a l  e r ro r s .  The MFFT i s  
r e g a r d e d  a s  " t h e  p r im a r y  and o f t e n  t h e  o n ly  u sed  in d e x  o f  
lm p u ls iv i ty - re f le c t io n n (Salk ind , 1965). The ch ild  i s  presented with a 
p ic tu re  of a fa m il ia r  o b jec t  and a s e t  of highly s im ila r  ob jec ts  which 
vary only s l ig h t ly  from the o r ig in a l .  Only one i s  exactly  the same as 
the standard. I f  the f i r s t  response i s  c o r re c t ,  the ch ild  goes on to  the 
next item. I f  the f i r s t  response i s  in c o r re c t ,  the ch i ld  i s  d ire c ted  to 
choose again to  a maximum of f iv e  e r ro rs .  The measures derived from the 
sca le  are  mean time to  the f i r s t  response across  a l l  item s and to ta l  
e r ro r s  across  a l l  item s. Children whose scores  f a l l  below the sample 
median fo r  la tency  a re  re fe r re d  to as r e f l e c t iv e ,  while th o se  whose
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s c o re s  f a l l  above th e  sample median f o r  l a t e n c y  and e r r o r s ,  are 
considered impulsive.
Locus on con tro l was measured by the o h i ld 's  score on the Locus of 
Control Life-Span Scale (Strickland-Nowicki, 1973)- I t  c o n s is ts  of f o r ty  
q u e s t io n s  r e q u i r i n g  "yes"  "no" r e s p o n s e s .  The q u e s t io n s  describe  
reinforcement s i tu a t io n s  across  m otivational and in te rp e rso n a l  areas  fo r  
example, "Do you be lieve  th a t  most problems w i l l  solve themselves i f  you 
Just  d o n 't  fo o l  with them?" The sca le  takes approximately twenty minutes 
to adm inister. I t  i s  designed to  be used with ch ild ren  of any age and 
can be administered i n  e i th e r  a group or in d iv id u a l  s e t t in g .  I t  was 
given in d iv id u a lly  for the curren t study. The questions were read to  the 
ch ild ren  s ince  many of them had reading le v e ls  below the f i f t h  grade 
lev e l  a t  which the t e s t  was w ritten .
The score fo r  the Locus of Control Scale i s  the t o t a l  number of 
items answered i n  an ex te rn a l ly  con tro lled  d i re c t io n  (Strickland-Nowicki, 
1973, p. 2 ) .  The manual rep o rts  r e l i a b i l i t y  c o e f f ic ie n ts  of .63 fo r  
g rad es  t h r e e  th rough  f i v e  and .68 f o r  g rade  s i x .  There a r e  no 
c o e f f ic ie n ts  reported  fo r  younger ch ild ren . The Scale shows a moderate 
re la t io n s h ip  with o ther measures of locus of co n tro l.  High scores  on 
both the Matching Fam iliar Figures Test and the Locus of Control Scale 
rep resen t cognitive  delays fo r  these measures.
Cognitive Functioning Measures
C ogn itive  function ing  was measured by the c h i l d 's  scores  on the 
Peabody Ind iv idual achievement T est  (PIAT) and th e  Peabody P i c t u r e  
V ocabulary  Test (PPVT). The PIAT was developed by Lloyd Dunn and 
Fredrick Markwardt in  1970. I t  was intended fo r  use with ch ild re n  from 
g ra d e s  k in d e r g a r t e n  th rough  tw elve . I t  c o n s is ts  of f iv e  s u b - te s ts
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measuring various aspects  of academic achievement: mathematios, reading 
recogn ition , reading comprehension, sp e l l in g  and general in fo rm a t io n .  
These produce f iv e  sub-scores which can be added together to  o a lcu la te  a 
to t a l  t e s t  score . The t o ta l  score was used as  a measure of cognitive  
function ing .
The PIAT was standardized on a population of American public  school 
ch ild ren  from r u ra l ,  urban and suburban a reas .  The sample was co n tro lled  
f o r  r a c e ,  sex  and p a r e n t  o c c u p a t io n .  According to  Buros, " i t s  
con s tru c tio n  and s t a n d a r d i z a t i o n  a r e  . . .  s u p e r io r  " (B uros ,  1978, 
p. 76). The composite score and reading reco g n it io n  s u b - te s t  have the 
h ighest r e l i a b i l i t y  c o e f f ic ie n ts  fo r  the e n t i r e  t e s t :  .64. The composite 
can a l s o  be c o n v e r te d  i n t o  a s ta n d a rd  s t a n in e  sco re  which allows 
comparisons with o ther measures.
The Peabody P ic tu re  Vocabulary Test (PfVT) was the second measure of 
cognitive  function ing . I t  was a lso  w r i t te n  by Lloyd Dunn. The co-author 
i s  Leota Dunn. The 1981 e d i t io n  was used i n  t h i s  study. The PPVT i s  
intended fo r  use with people from the ages of two years  s ix  months to  
fo r ty  years  o ld . The t e s t  has a basal s t a r t i n g  po in t ( f iv e  consecutive 
success) and a c e l l in g  ( f iv e  out of seven m istakes). The su b jec t  i s  
shown four p ic tu re s  and asked to  s e le c t  the one which corresponds to  the 
word the examiner has sa id .
The PfVT has a r e l i a b i l i t y  c o e f f ic ie n t  of .81 . I t  i s  considered to  
be highly co rre la ted  with o ther  measures of vocabulary (Dunn and Dunn,
1981, p. 67).
Self-Esteem
The P i e r s  H a r r i s  S e lf -C o n c e p t  S c a le  was used as a measure of 
se lf-esteem . This i s  a s e l f  re p o rt  Instrument co n s is t in g  of 80 f i r s t
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person d e c la ra t iv e  sta tem ents  to  which the ch ild  i s  asked to  respond 
"yes" or "no", e .g . ,  " I  am s tro n g ,"  "1 have good id e a s ."  The item s were 
read to  the ch ild ren  to  oontro l fo r  d if fe re n c e s  i n  reading a b i l i t y .
The P ie rs  H arris  was s tandardized on a sample of 1183 ch ild ren  i n  a 
Pennsylvania school d i s t r i c t .  Although the ages of the s tandard iz ing  
sample were between fo u r th  and eighth  grade, Buros s ta t e s  th a t  i f  the 
items are  read to  the ch ild ren  i t  can be used with younger ch ild ren  
(Buros, 1972, p. 306). The S c a le  has a t e a c h e r  and p e e r  v a l i d i t y  
c o e f f ic ie n t  of .40 . The in te rn a l  consistency ranges from .80-.93  and the 
r e t e s t  r e l i a b i l i t y  from .71-.77 .
Data C o llec tion
The in terv iew  data were co llec ted  over a period of ten months. Each 
parent who agreed to  p a r t ic ip a te  was contacted by phone to  s e t  up the 
time and place of the in terv iew . Arrangements fo r  t e s t in g  the  ch ild  were 
made a t  the parent in terv iew . The average in terv iew  la s te d  approximately 
one hour. F o r ty -e ig h t of the f i f ty - tw o  parents  allowed the in terv iew  to 
take place i n  th e i r  home. Three of the in terv iew s were conducted i n  my 
o f f ic e  and one was conducted in  the public  l ib r a r y  because the parent 
f e l t  no one would hear him there .
Most o f  th e  p a r e n t s  interviewed were mothers. In s ix  cases the 
f a th e r  was interview ed as  the primary paren t.  Two in terv iew s took place 
with stepmothers who served as the c h i l d 's  primary care provider. In 
most of the in terv iew  s i tu a t io n s ,  the parent f e l l  quickly in to  a ra th e r  
relaxed mood, sharing f a v o r i t e  s to r i e s  about t h e i r  ch ild  and providing 
much more inform ation than was requested. There were, however, some 
in te r e s t in g  exceptions. In th ree  in terv iew s with parents  of ch ild ren  in  
the "KIDS" program, the ch ild  was p resen t fo r  the e n t i r e  in terv iew . The
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apparent enmeshment of parent and c h ild  was p a r t ic u la r ly  obvious with one 
mother and son. Although a l l  the ques tions  were d ire c ted  to  the mother, 
the son frequen tly  responded fo r  her, o f ten  t e l l i n g  her "she bad i t  a l l  
wrong" and saying to  me "what r e a l ly  happened w as."
In severa l  o ther in te rv iew s, a v a r ie ty  of ex tra  people: f r ie n d s ,  
extended family members, grandparents , were p resen t fo r  the e n t i r e  time, 
o f f e r i n g  comments and as  one woman put i t  "giving moral support". 
Perhaps the most unusual in terv iew  involved the mother and s te p - fa th e r  of 
a nine year old g i r l  who had been admitted to  the "KIDS" program in  
September, 1984. The presen ting  problems included a h is to ry  of a lleged  
sexual abuse by the n a tu ra l  f a th e r  as w ell as c h a r a c te r i s t i c s  of poor 
adjustment to  childhood (DSM-III). The in terv iew  was scheduled on two 
occasions p r io r  to  the ac tu a l  sess ion . The reason given was th a t  the 
s te p - f a th e r  wanted to  be p r e s e n t .  When i t  f i n a l l y  o c c u r re d ,  th e  
in terv iew  la s te d  two hours. Contrary to  the a f fe c t iv e  tone of the other 
in terv iew s, th i s  exchange was ch arac te r ized  by considerable  tension . The 
s t e p - f a t h e r  f r e q u e n t ly  reprimanded the ch ild ren  fo r  seemingly minor 
tran sg ress io n s .  He a lso  correc ted  h is  wife severa l times. At one point, 
she lowered her head and appeared to  be crying. The s te p - fa th e r  then 
began expressing anx ie ty  about her " te l l in g  these th ings  to  a s tranger" .  
The g i r l  r e tu rn e d  to  school fo r  only two days a f t e r  the in terv iew . 
Within two weeks, the s te p - fa th e r  had "borrowed" the na tu ra l  f a t h e r ' s  
truck and moved the e n t i r e  family to  F lo rid a .  The na tu ra l  fa th e r  had to  
go to F lo rida  to  r e t r i e v e  h is  truck. He i s  cu rren tly  involved in  leg a l  
b a t t l e s  to  have h is  ch i ld re n  retu rned  to  the s ta t e .
What s truck  me during the e n t i r e  in terv iew  process was the ease with 
which parents  described  events which were ac tu a lly  q u i te  abhorrent to 
me. For example, one paren t laughingly r e la te d  to  me how her husband had
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thrown th e i r  son (who oould not swim) in to  water over h is  head to  "teach 
him a le s s o n ”. Another to ld  me of p u tt in g  pepper on her o h i ld 's  tongue 
and withholding water as a way of teaching her not to  swear. This same 
parent to ld  me she d i d n ' t  beat her ch ild  very much: only once or twice a 
y e a r .  What was d isco n certin g  about t h i s  was th a t  these people were 
try ing  very hard to  p lease  me. They did not perceive th a t  what they were 
saying was i n  anyway o ffens ive  to  me.
Measurement of the c h i l d 's  cognitive  s ty le  and function ing  requ ired  
a p p ro x im a te ly  two h o u rs  per  c h i l d .  Each o f th e  in s t r u m e n ts  was 
administered in d iv id u a lly  to  the ch ild  by myself or one o ther person 
hired to  a s s i s t  me i n  t h i s  p a r t  of the data  c o l le c t io n .  Most of the 
t e s t in g  was done in  a school s e t t in g  e i th e r  during the  summer or in  a f t e r  
school hours. The sess io n  was s p l i t .  Each c h ild  was given a break a f t e r  
the f i r s t  hour or the t e s t s  were administered on two separa te  occasions. 
For sane of the ch ild re n  i n  the "KIDS” program, the t e s t in g  had to  be 
done i n  more than two sess io n s  since  th e i r  handicapping condition  made 
longer sess ions  im p rac tica l .  The atmosphere d u r in g  th e  t e s t i n g  was 
g e n e r a l ly  q u i t e  p l e a s a n t .  A ll the  c h i ld r e n  seemed q u i te  eager to  
p lease. Once i t  became c le a r  to  than th a t  the t e s t s  were more to  help me 
than to  eva lua te  them, they were q u i te  expansive i n  showing me a l l  they 
knew.
Data Analysis
F i r s t ,  b iv a r ia te  analyses (c ro ss tab s  and anova) were computed to  
determine i f  verbal aggression  and physical aggression  are  re la te d  to 
measures of cogn itive  development. A p r io r i  t  t e s t s  were computed to  
a s c e r ta in  the d if fe ren ces  between the low, middle and h igh  v io le n c e  
g r o u p s  f o r  e a c h  m e a s u r e  o f  c o g n i t i v e  s t y l e  and c o g n i t i v e
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f u n c t i o n i n g .  B i v a r i a t e  a n a ly s e s  were a l s o  oomputed to  e s t a b l i s h  
d iffe ren ces  between the handicapped and comparison groups on cogn itive  
i n d i c a t o r s  a s  w e l l  as in  the p a ren ta l  use of verbal aggression and 
v io lence. The purpose of doing these analyses was to  determine i f  the 
expected d if fe re n c e s  i n  cogn itive  p r o f i l e  between the groups ex is ted  as 
well as  to  determine i f  the incidence of aggression  ag a in s t  ch ild re n  was 
higher i n  the handicapped group.
Second, m u ltip le  reg ress io n  equations were computed fo r  each of the 
dependent v a r ia b le s .  In  ad d it io n  to  measures of paren ta l aggression and 
violence, the following measures of family context were entered in to  the 
equation as p red ic to r  v a r ia b le s :  s in g le  parenthood, sex of responding
parent, years of education of respondent, age and sex of c h i ld .  The 
purpose of computing these reg ress io n  equations was to  a s c e r ta in  th e  
p ro p o r t io n  of each dependen t v a r i a b l e  t h a t  was ex p la in ed  by each 
p red ic to r  v a r ia b le  and by the combined s e t  of p red ic to r  v a r ia b le s .
Third, m u ltip le  reg re ss io n  equations were computed to  determine the 
in te rven ing  e f f e c t  of se lf-es teem  on cogn itive  development. Self-esteem  
was entered  in to  the reg re ss io n  equation f i r s t  as an independent v a r ia b le  
with the p re d ic to r  v a r ia b le s  of paren ta l  verbal aggression and violence, 
s in g le  parenthood, sex of responding paren t,  years of education of the 
respondent, age and sex of ch ild .  Equations were computed fo r  each of 
the dependent v a r ia b le s  to  assess  the d i r e c t  e f fe c ts  of se lf-esteem  on 
cognitive s ty l e  and c o g n i t i v e  f u n c t io n in g .  A m u l t i p l e  r e g r e s s io n  
equation was a lso  computed using se lf-esteem  as a dependent v a r ia b le  and 
paren ta l verbal aggression  and v io le n c e ,  s i n g l e  paren th o o d , sex of 
responding paren t,  years  of education of the respondent, age and sex of 
ch ild  as p red ic to r  v a r ia b le s .  This was done to determine any in d i re c t  
e f f e c ts  se lf-esteem  might have on the other dependent v a r ia b le s .
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C hapter 5
DIFFERENCES BETWEEN HANDICAPPED AND COMPARISON GROUPS
SOCIAL AND FAMILY CHARACTERISTICS 
The main purpose of the study was to  evaluate  the e f f e c t  of physical 
f o rc e  on c o g n i t i v e  developm ent. With t h i s  purpose  i n  mind, the  
handicapped and non-handicapped groups were matched to  c o n t r o l  f o r  
sources of v a r ia t io n  i n  cogn itive  p r o f i l e  o ther than the use of physical 
fo rce . A b iv a r ia te  a n a ly s is  of severa l demographic v a r ia b le s  was done to  
determine the s im i la r i ty  of the groups.
Table 5-1 in d ic a te s  th a t  ch ild ren  in  both groups showed l i t t l e  
v a r i a t i o n  on th e  c h a r a c t e r i s t i c s  of age, sex and school a ttendance. 
The m ajority  of cases i n  each group were male ch ild ren  whose average age 
was between 10.8 and 11.0 years old. On the average they had attended 
school fo r  6.7 years .
Analysis of severa l  parent c h a r a c te r i s t i c s  revealed th a t  th e re  were 
several d if fe re n c e s  between the groups which could be possib le  th re a ts  to  
v a l id i ty .  The m ajority  of parent respondents from both groups were from 
two p a r tn e r  fa m il ie s .  However, Table 5-1 in d ic a te s  th a t  the handicapped 
group had a higher percentage of s in g le  paren ts . Although the m ajority  
of respondents from both groups were female, the handicapped group had a 
su rp r is in g ly  high percentage of male respondents. D if fe re n t ia l  repo rting  
of v io lence by m ales  and fem a les  cou ld  t h e r e f o r e  a f f e c t  r e s u l t s .  
However, research  by S traus ,  Gelles and Steinmetz suggests v a r ia t io n  in  
response p a t te rn s  between the genders may not be as g re a t  as expected. 
They conclude th a t  "one g e ts  roughly the same o v e r -a l l  r a te s  of violence
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Table 5-1 . Sample C h a ra c te r is t ic s
Handicapped Comparison
C h a ra c te r is t ic s  (N=29) (N=23)
A. Child C h a ra c te r is t ic s
Percent Males 79*3 78.2
Average Age 10.8 11.0
Average Years i n  School 6 .7  6.6
B. Parent C h a ra c te r is t ic s
Percent Males 31.0 2.0
Percent S ing le  Parents 37*9 21.7
Percent of Non-Manual Labor 47*0 73.0
Percent Two Income Fam ilies 26.0 53.0
Average Years of School Attendance 12.14 13*13
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from in terv iew s with men th a t  one ge ts  from in terv iew ing women" (S traus , 
Gelles and Steinmetz, 1981:265)*
The g roups a l s o  v a r i e d  on s e v e r a l  m easures  o f  socio-economic 
s ta tu s .  The mean number of years of school attendance by paren ts  was 
lower fo r  the handicapped group. The educational le v e l  of respondents 
p a r tn e rs  was a lso  lower fo r  the handicapped group. The occu p a tio n a l 
v a r ia b le s  of manual versus non-manual labo r ,  and whether more than one 
par tner  worked, revealed  a s im ila r  d i f f e r e n t i a l  p a t te rn  between the two 
groups. Parents from the handicapped group were more frequen tly  employed 
in  jobs involv ing  manual labor than paren ts  from the comparison group.
There was a higher percentage of respondents in  the non-handicapped 
group who l iv ed  i n  two income hemes than i n  the handicapped group. 
Certa in ly  some of t h i s  v a r ia t io n  i s  due to  the higher re p re se n ta t io n  of 
s in g le  paren ts  among the handicapped group respondents. However, taken 
w ith  th e  low er e d u c a t io n a l  l e v e l  and h ig h e r  p e rc e n ta g e  of manual 
lab o re rs ,  t h i s  suggests  th a t  the handicapped group respondents rep resen t 
a group whose socio-economic s ta tu s  i s  l e s s  than th a t  of the comparison 
group.
COGNITIVE CHARACTERISTICS 
One would expect th a t  ch ild ren  id e n t i f i e d  fo r  sp e c ia l  e d u c a t io n  
se rv ices  would have cogn itive  p ro f i le s  which were q u i te  d i f f e r e n t  from 
th e i r  non-handicapped peers. To determine i f  t h i s  was t r u e  f o r  th e  
ch ild ren  represented  i n  the Portsmouth sample, a b iv a r ia te  an a ly s is  was 
done on each of th e  c o g n i t i v e  i n d i c a t o r s  by group . Although the  
s ig n if ic a n c e  le v e ls  vary fo r  each dependent v a r ia b le ,  i n  a l l  cases, the 
d iffe ren ces  between the handicapped and non-handicapped c h i ld r e n  a re  
in  the expected d i re c t io n .  As in d ica ted  i n  Table 5-2, scores on the
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Table 5-2 . Group D ifferences on Measures of Cognitive Development
s:::s::sssssss::::ss:s:sss:sss::ssssssssss:ssssssssssss8ssssssss::::ss:
Cognitive Development Measure Comparison Handicapped F
A. Peabody Ind iv idual Achievement Test
Standard Score (N=12, N=19)
B. Peabody P io ture  Vocabulary Test
Standard Score (N=17, N=21)
C. Nowicki-Strickland L ife  Span Locus
of Control Test (N=20, N=23)
D. Matching Fam iliar Figures Test
(N=15, N=17)
E. P ie rs  H arris  Self-Concept Scale
(N=20, N=21)








•  = p<.05y •* = p<.01
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measures of achievement, the Peabody Ind iv idual Achievement Test (PIAT) 
and the Peabody P ic tu re  Vocabulary Test (PWT), show the handicapped 
average scores  fo r  each t e s t  lower than the comparison group average 
score. For the PIAT (standard  scores) t h i s  d if fe re n c e  i s  s ig n i f i c a n t  a t  
the .006 le v e l .
Average s c o re s  on m easures of cogn itive  s ty l e  ( th e  S tr ic k la n d -  
Nowicki Locus of Control L ife  Span Scale and th e  M atching F a m il ia r  
Figures Test (MFFT) in d ic a te  th a t  the handicapped c h ild re n  have a more 
ex te rna lized  locus of co n tro l.  MFFT scores  in d ic a te  a higher tendency 
toward im pulsiv ity  in  t h i s  group. D ifferences between the groups on 
memory scores  in d ic a te  th a t  the handicapped group has more d i f f i c u l ty  
re ta in in g  a s e r ie s  of commands. This may imply th a t  the group has a 
harder time r e ta in in g  seq u en ces  of in fo rm a t io n  which a r e  d i r e c t e d  
toward them.
Scores on the P ie rs  H arris  Measure of Self-Esteem in d ic a te  th a t  the 
handicapped group on the average f e e l  l e s s  good about themselves than do 
t h e i r  non-handicapped  peers. The d if fe re n c e  between the groups was 
s ig n i f ic a n t  a t  the .001 le v e l .
Although with the exception of the PIAT, WISC-R D ig it  Span and the 
P iers  H arris  the d iffe ren ces  between the two groups were not s ig n i f ic a n t  
a t  the  .05  l e v e l ,  th e  d a ta  do show t h a t  th e  e x p e c te d  c o g n i t i v e  
d iffe rences  between the two groups e x i s t .  The lack  of s ig n if ic a n c e  can 
perhaps best be explained by the very small number of cases
PARENTAL USE OF REASONING, VERBAL AGGRESSION AND VIOLENCE
Group d iffe ren ces  on paren ta l use of reasoning, verba l aggression 
and vio lence were determined by a b iv a r ia te  an a ly s is  of indexes developed 
from the C onflic t  Tactics  Scale . For each of the t a c t i c s ,  paren ts  were
Table 5-3. Percent of Parents Using laob Teohnlque
Comparison (11*20) Handloappad (N*24) Cbl
Parenting Technique Low Middle Hlgb Low Middle High Value P
Verbal Reasoning 00 *15 15 16 5* 29 3.32 .19
Verbal Aggression 45 45 5 29 42 33 5.02 .08
Physical Aggression 30 55 15 8 58 33 4.30 .11
AA
categorized as "low, sodium and high" on the bas is  of th e i r  reported  
frequency of use.
Table 5-3 in d ic a te s  some in te r e s t in g  d if fe re n c e s  between the groups 
on the use of verbal reasoning. E ighty-three percent of the  respondents 
from the handicapped group reported  using reasoning techniques f requen tly  
enough to place them i n  the middle or high group. Only s ix t y - t h r e e  
p e rc e n t  of the comparison group reported  using reasoning th a t  o ften . 
This d iffe ren ce  becomes puzzling when average group scores on use of 
verbal aggression are  compared. Handicapped group respondents reported  
an appreciably  g rea te r  use of verbal aggression with th e i r  ch ild ren  than 
did parents  from the comparison group.
I t  seems unlikely  th a t  reasoning and verbal aggression a re  used a t  
the same time by paren ts .  I t  i s  a lso  possib le  th a t  the paren ts  of the 
n on-iden tif ied  ch ild ren  have developed ways of dealing  with them which 
are re f le c te d  in  n e i th e r  the reasoning nor verbal aggression  t a c t i c s .  
However, the in terv iew s suggest another explanation fo r  the da ta .  The 
group d iffe ren ces  can probably be explained i n  two ways. F i r s t ,  parents  
in  the handicapped group have ch ild ren  who by d e f in i t io n  are harder to 
handle than th e i r  no n - id en tif ied  peers. The parents  f requen tly  reported  
a sequence of e f fo r t s  to  t ry  to reso lve  d iffe ren ces  between themselves 
and th e i r  ch ild ren . Often the f i r s t  one mentioned could be considered 
re a so n in g  and a llow  th e  p a re n t  to  r e p o r t  having used th a t  t a c t i c .  
However, these same parents  f r e q u e n t ly  r e p o r te d  r e s o r t i n g  to  o th e r  
techniques when the f i r s t  e f f o r t s  a t  reasoning f a i le d .  This did not seem 
to be the case as o f ten  with paren ts  from the comparison group. In f a c t ,  
many of them reported  re la t io n s h ip s  with th e i r  ch ild ren  th a t  were so 
cooperative th a t  they seldom had to  r e s o r t  to formal problem-solving 
techniques.
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A second exp lanation  of the high use of reasoning by the parents  in  
the handicapped group i s  the in c lu s io n  of the item "brought i n  or t r ie d  
to  bring i n  someone to  help s e t t l e  th ings"  i n  th a t  measure. The "KIDS" 
program i s  based on a family systems model. Parents of the ch ild ren  
e n r o l le d  i n  the program are requ ired  to  p a r t ic ip a te  in  some form of 
family therapy. They are  a c tu a l ly  encouraged to bring is s u e s  between 
themselves and th e i r  ch i ld re n  to  the a t te n t io n  of the family th e r a p is t .  
Having t h i s  i n  mind may have led  them to  respond more f req u en tly  to  the 
"bringing someone in "  item than parents i n  the comparison group.
The susp ic ion  th a t  parents  i n  the handicapped group move through a 
v a r ie ty  of techniques i n  t ry in g  to  d is c ip l in e  th e i r  ch ild ren  i s  supported 
by the between group d if fe re n c e s  on use of v io lence. As in d ica ted  i n  
Table 5-3» parents with handicapped ch ild ren  reported  using techniques 
such as "pushing, grabbing or shoving" (low violence) l e s s  frequen tly  
th a n  p a r e n t s  w ith  n o n - id e n t i f i e d  c h i ld r e n .  They r e p o r te d  u s in g  
techniques such as "kicking or h i t t in g  with a f i s t "  (high vio lence) more 
o ften  than paren ts  from the comparison group.
Referring back to  the in terv iew s to  understand these d if fe re n c e s ,  
respondents from the handicapped group ty p ic a l ly  reported  using physical 
f o r c e  when th e y  had more o r  l e s s  " r e a c h e d  th e  end o f  t h e i r  
ro p e ." Comparison group respondents reported  the use of physical force 
more as a r e f l e c t io n  of an es ta b lish ed  family ru le .
QUALITATIVE DIFFERENCES 
Interviews of the parents  of the handicapped and n o n - id e n t i f i e d  
ch ild ren  suggest th a t  the groups vary not only in  the ac tu a l  use of 
a g g re s s io n  and v io le n c e  b u t  a l s o  on o th e r  b e h a v io ra l  i n d i c a t o r s  
a s s o c i a t e d  w ith  p e r p e t r a t o r s  of ch i ld  abuse. There was a d i s t i n c t
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d i f f e r e n c e  between tb e  groups on a t t r i b u t i n g  motives to  c h i ld re n 's  
misbehavior. Comparison group paren ts  acknowledged the f r u s t r a t i o n  of 
try in g  to  g e t  ch ild ren  to  do th ings l ik e  c lean  th e i r  rooms, piok up a f t e r  
themselves, come home on time. They seemed however to  a c c e p t  t h a t  
r a i s in g  c h i ld re n  implied some tedious moments.
Parents from the handicapped group defined s im ila r  b e h a v io rs  by 
th e i r  ch ild ren  q u i te  d i f f e r e n t ly .  The b e l ie f  th a t  the ch i ld  w i l l fu l ly  
did th ings  to  defy or aggravate the parent was common. I t s  perhaps most 
dramatic expression comes from the step-mother of an eleven year old g i r l  
who has s ince  been h o sp ita l iz e d  f o r  anorexia nervosa: "her ' I  d o n 't  c a re ' 
a t t i tu d e  r e a l ly  bothers me. She keeps vomiting a t  the ta b le .  The doctor 
asked her i f  she 'd  promise to  stop . . .  she j u s t  sa id  'n o ' . "
The groups a lso  varied  i n  the a r t i c u la t i o n  of family ru le s .  The 
comparison group in te rv iew s  in d ica ted  a ra th e r  c le a r  cu t demarcation of 
ad u lt  and ch ild  ro le s .  There was considerable  parenting s ty l e  v a r ia t io n  
w ith in  the group. However, d e sp ite  s t y l i s t i c  d if fe re n c e s ,  these parents  
appeared accepting of th e i r  r e sp o n s ib i l i ty  fo r  e s ta b l is h in g  l im i t s  or 
ru le s  i n  the fam ily . They sometimes expressed f r u s t r a t i o n  a t  t h e i r  
i n a b i l i t y  to  enforce the l im i t s  they s e t ,  but a t  no time did any of them 
appear to  believe  th a t  l im i t  s e t t in g  was not th e i r  r e s p o n s ib i l i ty .
This was not always tru e  fo r  the parents  of the ch ild re n  who were
handicapped. As a group, these paren ts  seemed to  v a c i l l a t e  more between
a r a t h e r  jo k in g  encouragem ent of t h e i r  c h i l d ' s  m isb e h a v io r  and 
a u th o r i ta r ia n  e f f o r t s  to  con tro l i t .  The i s s u e  d id  no t seem to  be
whether a behavior was detr im en ta l to  the c h i l d 's  sense of competency or
so c ia l  w ell-being . Rather, i t  seemed th a t  behaviors become unacceptable 
when parents  had "had enough."
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The ambiguity around d e f in i t io n s  of r ig h t  and wrong was p a r t ic u la r ly  
c le a r  i n  an in terv iew  w ith  a young m other o f  th r e e  male c h i ld r e n .  
Although s t i l l  under ten  years old, two of the th ree  boys had already 
been id e n t i f i e d  as emotionally handicapped. Their p resen ting  symptom was 
"undersocialized  aggression" (DSM-III).
This mother laughingly  reported  a "game" she and th e  c h i ld r e n  
frequently  played. I t  would s t a r t  out with her w restling  one of the 
ch ild ren  to  the f lo o r .  She would "choke” the ch ild  u n t i l  he s ta r te d  to 
r e s i s t .  I f  the r e s is ta n c e  "got out of hand, ” th a t  i s ,  i f  the ch ild  
s truck  out a t  her or t r i e d  to  f ig h t  back, she would "smack him and send 
him to bed. "
P a re n ts  i n  the  comparison group defined th e i r  r e la t io n s h ip  with 
t h e i r  ch ild re n  as e s s e n t ia l ly  one-sided. While they welcomed expressions 
of love and resp ec t from th e i r  ch ild ren , they did not appear to  re ly  on 
th e i r  emotional support i n  q u i te  the way parents  of the handicapped  
ch ild ren  did. Rather, they re fe r re d  to  th e i r  pa r tn e r ,  f r ien d s  or family 
as people who supported th e i r  own development during the  p ro c e s s  o f  
c h i ld -re a r in g .
They spoke w ith  p r id e  o f  d i f f e r e n t  s k i l l s  th e i r  ch ild ren  had 
acquired. The goals they had fo r  them were fu tu re  o rien ted  and very 
o ften  included some hope th a t  they would be happy ad u lts .
P a r e n ts  from th e  handicapped group viewed the  p a re n t  c h i l d  
re la t io n s h ip  d i f f e r e n t ly .  They frequently  b lurred  the boundary between 
parent and ch i ld  ro le s .  They described how they r e l ie d  on the ch ild  fo r  
s u p p o r t  and com panionship , "we g iv e  each other f e e d b a c k . . . . "  They 
mentioned the c h i ld 's  a b i l i t y  to take care of them and "know what I 
need ." Their goals i n  ch ild  rea r in g  centered more on what they could get 
out of the r e la t io n s h ip  than any expecta tion  fo r  the ch ild .  For example,
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i n  response  to  the ques tion  "what a re  your goals  i n  c h ild  r e a r i n g , " 
paren ts  repo rted  th ings  as "surviving", " ju s t  g e t t in g  through i t . "
When asked what the ch ild  did w ell,  parents  from the handicapped 
group f r e q u e n t l y  c i t e d  r e l a t i o n a l  a t t r i b u t e s .  Some, r a t h e r  than  
specify ing  competency a t  a s k i l l ,  a c tu a l ly  responded by saying "because 
s h e 's  mine" or " I  love him because he belongs to  me."
I t  i s  im possible to  say whether the v a r ia t io n s  between groups in  
family contex t as  w ell as p a r e n ta l  a g g r e s s io n  cause  th e  em o tio n a l 
d is tu rbance of the handicapped group. However, i t  i s  p la u s ib le  to  assume 
th a t  these  v a r ia b le s  fu n c tio n  to  m aintain th a t  d istu rbance a t  a le v e l  
which in t e r f e r e s  with age appropria te  cognitive  development.
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C hapter 6
AGGRESSION AND COGNITIVE DEVELOPMENT 
VERBAL AGGRESSION
P aren ta l verbal aggression  was used as an Independent v a r ia b le  to  
I n v e s t i g a t e  I t s  e f f e c t s  on th e  v a r io u s  c o g n i t i v e  I n d i c a t o r s  used 
throughout the study. The hypothesis p red ic ted  th a t  paren ta l  use of 
verbal aggression was asso c ia ted  with delays in  cogn itive  development. 
As in d ica ted  in  Table 6-1 a, Sections A, E and F, t - t e s t  values show no 
s i g n i f i c a n t  d i f f e r e n c e s  between th e  th r e e  groups on m easures  of 
achievement, se lf-esteem  or im pulsiv ity .
However, a comparison of scores between the low, middle and high 
violence groups does revea l an in te r e s t in g  p a t te rn  of r e s u l t s  on measures 
of language development (B), memory (C) and locus of con tro l (D).
For memory scores  the impact of paren ta l verbal aggression  seems to  
be g re a te s t  a t  the h ighest le v e l  of frequency. This would suggest th a t  
ch ild ren  can to le r a te  a c e r ta in  amount of p aren ta l  verba l ag g ress io n  
b e fo re  e x h i b i t i n g  c o g n i t i v e  delays in  t h i s  area. However, t h i s  i s  
not the case fo r  language development o r  lo c u s  of c o n t r o l  s c o re s .  
Although th e  c o n tra s t  i s  not s ig n i f ic a n t ,  pa ren ta l verbal aggression 
seems to  have a g re a te r  in fluence  on c h i ld re n 's  locus of con tro l scores 
between the low and middle groups than between the low and high groups. 
Language s c o re s  a re  s i g n i f i c a n t l y  a f f e c t e d  i n  th e  m iddle  v e rb a l  
aggression group. A comparison of Peabody P ic tu re  Vocabulary Test scores 
(Table 6-1 a, Section B) fo r  the low and middle v io lence  groups in d ic a te s
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Table 6-1 a. Relation of Parental Verbal Aggression to Child's Cognitive
Development
Verbal Aggression
Cognitive Developoent Measure Low Middle High F
A. Peabody Individual Achievement Test 
Staodard Score (Meg, N ell, N*5)
186.67 140.46 91.40 .7018
». Peabody P ic ture Vocabulary Test 
Standard Score (N«12, N«13, Ne8)
102.50 91.38 90.37 3.8957*
C. WISC-R D igit Span 
N»9, N.6)
8.73 9.89 7.67 1.1381
0. Nowiokl-Strlokland L ife  Span Loous 
of Control Test (Nel5, Ne14, N«7)
16.47 13.93 19.29 4.3229*
S. Piers H arris Self-Concept Scale 
(Ne1A, Ne15, M«7)
56.26 53.40 53.00 1.7772
p. Matching F a a ll la r  Figures Test 
(Neio, NelO, N=6)
.40 .50 .33 .2081
•  ■ p<.05» • •  « p<.01
51
Table 6-1 b. t  Taat Values for Relation of Parental Verbal Aggression to CbULd'a
Cognitive Development
Contrast Between Difference Standard 
Verbal Aggression Group Between Brror of 
(Low, Middle, High) Means Difference T Value D.F.
T
Probability
A. Pesbody Individual Achievement Test 
Standard Scores (Ns25)
Low-Higb Groups 95.26 81.66 1.16 22 0.256
Low-Middle Groups 46.21 65.80 0.70
B. Peabody P icture Vocabulary Test 
Standard Scores (Nc32)
22 0.490
Low-Higb Groups 12.12 5.20 2.34 30 0.027
Low-Middle Groups 11.11 4.56 2.43 
C. HISC-R D igit Span (11*26)
30 0.021
Low-Higb Groups 1.06 1.43 0.73 23 0.0468
Low-Middle Groups -1.16 1.27 -0.91
D. Nowioki-Strloland Lifespan 
Locus of Control Test (N*36)
23 0.371
Low-Higb Groups -2,81 1.83 -1.53 33 0.134
Low-Middle Groups 2.54 1.48 1.70 
E. P lers-H arris Self-Concept Soale (N*36)
33 0.098
Low-Higb Grcjpa 3.28 4.50 0.72 33 0.471
Low-Middle Groups 2.88 3.61 0.79 
F. Hatching Familiar Figures Test (11*26)
33 0.431
Low-Higb Groups 0.06 0.26 0.24 23 0.806
Low-Middle Groups -0.10 0.23 -0.43 23 0.672
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t h a t  th e  c o n t r a s t  between these  groups i s  as g re a t  as the co n tra s t  
observed between the low and high violence groups.
These r e s u l t s  in d ic a te  th a t  middle range use of verbal aggression 
has consequences fo r  the ch ild  which rem ain f a i r l y  c o n s ta n t  a c ro s s  
increased  use of verbal aggression by the parent. This i s  co n s is te n t  
with research  l in k in g  p aren ta l  acceptance of the ch ild  with academic 
success (H i l l ia rd  and Roth, 1969; Coleman, 1966). I t s  importance l i e s  in  
showing th a t  the de tr im en ta l e f f e c t  of p aren ta l  verbal aggression  occurs 
when i t  i s  used with only moderate frequency.
Why verbal aggression in f luences  language a t  the middle range and 
then le v e l s  o f f  i s  due probably to  the f a c t  th a t  beyond a c e r ta in  poin t, 
verbal aggression  i s  paired  with physical fo rce .  The combined e f f e c t  of 
both verbal aggression and physical force  are then responsib le  fo r  the 
cogn itive  impairment. There does however seem to be something unique 
a b o u t  t h e  r e l a t i o n s h i p  be tw een  v e rb a l  a g g re s s io n  and language  
development.
This may be due to  a combination of f a c to rs .  Parental use of verbal 
aggression decreases as parent educational le v e l  in c reases .  The e f f e c t s  
of d i f f e r e n t i a l  socioeconomic s ta tu s  are well documented i n  the research  
on language development (Schiamberg, 1985, p. 302). Lower socioeconomic 
s t a t u s  i s  f r e q u e n t ly  a s s o c ia te d  with delays in  both expressive and 
recep tive  language. I t  i s  p o ss ib le  t h a t  th e  o bserved  r e l a t i o n s h i p  
between p aren ta l  use of verbal aggression and language development i s  
influenced by d if fe ren ces  in  socioeconomic s ta tu s  between the groups.
An a l te r n a t iv e  explanation of the re la t io n s h ip  comes from research 
on the process of language a c q u i s i t i o n .  Language i s  the  sym bolic 
rep resen ta t io n  of experience. I t s  a c q u is i t io n  allows r e f l e c t io n  on what 
one has produced and experienced as well as on how one i s  perceived.
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Children ty p ic a l ly  le a rn  language w ith in  the supportive context of the 
fam ily. Children whose paren ts  spend a l o t  of time ta lk in g  to  them 
develop a more ex tensive  vocabulary a t  a younger age than ch ild ren  whose 
parents  are  l e s s  communicative. Developmental psychologists  o i t e  family 
in te r a c t io n  s ty le  as a p o te n t ia l ly  s ig n i f ic a n t  f e a tu re  in  the development 
of both expressive  and re cep tiv e  language (Dale, 1976).
A cquis ition  of both expressive and recep tiv e  language i s  a c le a r  
in d ic a to r  of growing competency i n  the c h ild .  Developing a vocabulary 
w ith  which to  ex p re ss  on ese lf  rep resen ts  a developmental task  which 
req u ires  shaping and reinforcem ent behaviors from the paren t.  Verbally 
aggressive paren ts  may be im patien t with the la b e l in g  of o b jec ts  and 
constant communication requ ired  fo r  language competency (Martin, 1979).
The th re a t  of being reprimanded or made fun of in h ib i t s  the c h i ld 's  
d e s ire  to  le a rn  new th ings .  This can cause recep tiv e  language delays by 
i n h i b i t i n g  c h i l d  q u e s t i o n s  such as  "W hat's  t h a t " ,  "W hat's  i t s  
name": ques tions  by which ch ild ren  acquire  vocabulary. Other research  on 
physical abuse in  c h ild re n  has suggested th a t  delays in  speech might be 
the c h i l d ' s  " i n h i b i t o r y  re sp o n se  to  p a r e n t a l  ad m o n it io n s  a g a i n s t  
spontaneous speech" (Green, 1981, p. 133). While th i s  a n a ly s is  does not 
measure express ive  language the r e s u l t s  do in d ic a te  th a t  p aren ta l  use of 
verbal aggression  delays  the c h i l d 's  a c q u is i t io n  of recep tiv e  language. 
I t  i s  poss ib le  th a t  t h i s  delay may r e s u l t  i n  or be a s s o c ia te d  w ith  
p a t te rn s  of expressive language delay in  ch ild ren  who experience paren ta l 
verbal aggression.
VIOLENCE
Table 6-2a in d ic a te s  th a t  there  i s  no apparent r e la t io n s h ip  between 
paren ta l use of v io lence and scores  on the measures of language
54




A. Peabody Individual Aohlevaeent Teat
Sundard Soore (M*2, N*7, M*5)
B. Peabody Ploture Tooabulary Test 
Standard Soore (B*3i B*6, 11*6)
C. W1SC-B D igit Span
(N**t B«7, B«5)
D. Nowiokl-Strlokland L ife Span Looua
of Control Teat (11*5, B«9, N*5)
K. Pi era H arrla  Self-Concept Scale 
(N*5, R«9, M*5)
P. Matching P a a llla r  Figures Teat 
(Nat, M«15, M*7)
287.00 162.57 90.80 1.1660




11.80 16.00 19.20 8.5237*
58.80 53.30 58.00 1.0588
.2756
•  « p<.05, • •  « p<.01
55
table 6-2b. t  Vast Values for Relation of Parental Violence to Child*a Cognitive
Developnent
C ontrast Between 
Verbal Aggression Group 
(Low, Middle, High)
Difference Standard 
Between Error of 
Means Difference T Value D.F. P robability
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development, se lf-esteem  and lm pu ls lv lty  used In  t b i s  s tudy. Parental 
use of violence appears to  be most s trong ly  r e la te d  to  tbe cognitive  
s ty le  in d ic a to rs  of memory and ex te rn a lized  locus of con tro l  and tbe
cognitive  function ing  in d ic a to r  of achievement.
Memory
Tbe g re a te s t  impact of p aren ta l  v io lence on c h i ld re n 's  memory scores 
seems to  occur a t  the h ighest  le v e l  of physical fo rce .  As in d ica ted  on 
Table 6 -2b , c o n tra s ts  between both the low and high v io lence groups
in d ic a te  th a t  the in f lu en ce  of p aren ta l  v io le n c e  on memory i s  most
c le a r ly  observed a t  the high group le v e l  of frequency and se v e r i ty .
Locus of Control
The g re a te s t  d if fe ren ce  between the groups on measures of cogn itive  
s ty le  i s  across  the locus  of con tro l scores . C h ild ren 's  average scores 
on the measure of ex te rn a lized  locus of con tro l increase  s te a d i ly  as the 
sev e r i ty  and frequency of p a ren ta l  v io lence in c reases  (Table 6-2a, Row 
D). The g re a te s t  co n tra s t  i s  observed between the low and high vio lence 
groups. However, as in d ic a te d  in  Table 6-2b, Section D, the experience 
of v iolence a t  even the middle group le v e l  a f f e c t s  c h i ld r e n 's  scores  on 
th i s  measure.
Achievement
Scores on the Peabody Indiv idual Achievement Test (PIAT) in d ica te
th a t  the r e la t io n s h ip  o f p a r e n t a l  v io le n c e  to  c h i l d r e n ' s  academic 
achievement ge ts  s tronger  with in c reases  i n  the sev e r i ty  and frequency of 
the paren ta l  fo rce .  C ontrasting  the scores  fo r  the low, middle and high 
v io le n c e  groups in d ic a te s  th a t  in c reases  in  use of paren ta l violence
57
between the low and high groups have a g re a te r  Influence on c h i ld re n 's  
achievement than In c reases  between the low and middle groups.
The observed re la t io n s h ip s  between p aren ta l  use of physical fo rce  
and cogn itive  c h a r a c te r i s t i c s  of memory, locus of con tro l and achievement 
are understandable when one considers  various  q u a l i t a t iv e  d e sc r ip t io n s  of 
abused ch ild ren  which appear in  the l i t e r a t u r e  on th a t  group.
Factors  asso c ia ted  with development of memory a re  the  c o g n i t iv e  
processes of attachment and ob jec t constancy. P iaget describes  these in  
terms of the consistency of the c h i l d 's  ea r ly  development. Research on 
a b u s iv e  f a m i l ie s  c h a ra c te r iz e s  them as having in c o n s is te n t  ru le s  and 
boundaries (Burgess, 1978, p. 116*0.
Children who have been abused are  charac te r ized  as hyperv ig ilan t 
with a tendency to  be aware of everything going on around them. They are 
observed to  be d i s t r a c t i b l e  with sh o rt  a t te n t io n  spans (Soeffing, 1975, 
p. 127).
When adm inistering  the  WISC-R, my impression of many of the ch ild ren  
was th a t  1 r e a l ly  c o u ld n 't  a ssess  how well they re ta in ed  inform ation. 
Rather, the t e s t  scores were confounded by th e i r  i n a b i l i t y  to focus on 
the task  a t  hand. This occurred more o ften  with ch ild re n  whose parent 
in terv iew  re f le c te d  frequen t or severe use of physical fo rce . Perhaps 
what the scores  on the WISC-R in d ic a te  i s  l e s s  a proof t h a t  abused 
c h i ld re n 's  memories are  impaired than an in d ic a t io n  th a t  th e i r  a b i l i t y  to 
concentrate  in te r f e r e d  with th e i r  performance. I f  t h i s  i s  the case, the 
depressed WISC-R scores  fo r  ch ild ren  with parents  i n  the high violence 
group lends q u a n t i ta t iv e  support to  the d e sc r ip t io n  of abused ch ild ren  as 
d i s t r a c t ib l e .
The f a c t  t h a t  h ig h  v io le n c e  f a m il ie s  produce ch ild ren  with an 
ex te rn a lized  locus of c o n t r o l  i s  u n d e r s ta n d a b le  f o r  q u i t e  s im i l a r
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reasons. They a re  a lso  o o n s ls ten t  with S la d e 's  research  which found th a t  
abused c h i ld re n  have higher e x te rn a l  locus of con tro l soorea f o r  f a i l u r e  
a t  academic ta sk s  (Slade e t  a l . ,  1984, p. 45). Children le a rn  how to  
f e e l  resp o n s ib le  f o r  th e i r  behavior when they experience the connection 
between what they do and how people respond to  them or what happens to  
them. According to  Crandell, ch ild ren  f i r s t  accept con tro l  fo r  th e i r  
successes and then as they ge t o lder , le a rn  to  accept r e s p o n s ib i l i ty  for 
th e i r  f a i lu r e s  (C randell,  1965). The a b i l i t y  to do th i s  i s  r e la te d  to  a t  
l e a s t  two environmental c h a r a c te r i s t i c s .  F i r s t ,  ch ild ren  need to  f e e l  
th a t  they impact on the environm ent. They l e a r n  t h i s  th rough  the  
production of th ings  which they are  praised or given c r e d i t  fo r .  This i s  
what E rlkson  i s  t a l k i n g  abou t when he d i s c u s s e s  th e  t a s k  o f th e  
school-aged c h i ld  as  one of industry  versus i n f e r i o r i t y  (Erikson, 1963).
They a lso  le a rn  the  impact of th e i r  behavior i n  environments which 
have c o n s is te n t  r u le s  and consequences fo r  in f r a c t io n s .  Violence prone 
fa m il ie s  lack  th i s  consis tency . Children growing up i n  th e s e  homes 
experience the rewards or punishments which come th e i r  way le s s  as  an 
e f f e c t  of th e i r  own behavior than as the whim or mood of the a d u l t  -  an 
e x t e r n a l  ag e n t  o f  c o n tro l .  This i s  the only reasonable explanation  
a v a i lab le  to  the c h ild  s in ce  a behavior which w arrants p ra ise  a t  one 
moment may be a cause fo r  punishment the next time i t  occurs.
The second e n v iro n m e n ta l  c h a r a c t e r i s t i c  which i n f l u e n c e s  the  
development of c h i ld r e n 's  locus of con tro l i s  the experience th a t  they 
have had a t  ro le - ta k in g .  Children ty p ic a l ly  engage i n  ro le - ta k in g  in  
play as a way of le a rn in g  empathy. Following ru le s  of games, as well as 
c e r ta in  types of r e p re se n ta t io n a l  play, teach ch ild re n  how to  take the 
p o s it io n  of the o ther person i n  a s i tu a t io n .  Children growing up in  
v io le n t  homes may not develop age app rop ria te  ro le - ta k in g  s k i l l s ,  since
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they are  o f ten  denied age-appropria te  play o p p o r tu n it ie s  (Harmon, 1984, 
p. 163; Ackley, 1977)* R e s t r ic t io n  from age app rop ria te  play r e s u l t s  
from  i n a p p r o p r i a t e  p a r e n t a l  e x p e c t a t i o n s .  For example, b lu r r e d  
boundaries between a parent and ch ild  could req u ire  excessive care tak ing  
behavior on the p a r t  of the ch ild  from a very young age.
The r e l a t i o n s h i p  between p a r e n t a l  use o f p h y s ic a l  f o r c e  and 
c h i ld re n 's  achievement appears to  be mediated by the e f f e c t  the physical 
fo rce  has on cognitive  s ty le .  Children whose cogn itive  s ty le  f i t s  the 
t e a c h i n g  s t y l e  of th e  p u b l ic  s c h o o ls  do b e t t e r  on m easures of 
achievement. This i s  tru e  a t  l e a s t  in  p a r t  because of th e i r  a b i l i t y  to 
focus on content in  communication. B ette r  school achievement i s  a lso  
asso c ia ted  with the a b i l i t y  to  take r e s p o n s i b i l i t y  f o r  s u c c e s s  and 
f a i lu r e  and a problem-solving s ty l e  charac te r ized  by thoughtfu lness and 
low e r ro r  (Kagan, 1984, p. 727; Thompson, 1983, p. 157)*
Children who experience middle and high le v e ls  of p aren ta l  violence 
focus more on the r e l a t io n a l  aspects  of communication (Minuchin, 1967)* 
The r e s u l t s  of t h i s  a n a ly s is  support the p o s it io n  th a t  they lack  the 
le v e l  of i n t e rn a l i z a t io n  necessary fo r  taking re s p o n s ib i l i ty  fo r  th e i r  
perfo rm ance . I t  i s  t h e r e f o r e  understandable th a t  th e i r  achievement 
scores a re  a lso  depressed.
Educational. .gKPKcaa Implications
Taken toge ther , these f ind ings  suggest th a t  ch ild ren  who experience 
high le v e ls  of violence might be helped by a lea rn in g  environment which 
c o m p e n s a te s  f o r  t h e s e  v a r i a t i o n s  i n  c o g n i t i v e  s t y l e .  What i s  
p a r t ic u la r ly  important i n  terms of educational programming f o r  th e se  
ch ild ren  i s  an understanding of the impact of the high ex te rn a lized  locus 
of con tro l sco res . External locus of c o n tro l  i s  an a t t r i b u t i o n  of
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r e sp o n s ib i l i ty  fo r  suooess and/or f a i l u r e  to  an ex te rn a l  agent. I t  i s
comparable to learned  h e lp lessness  (Seligman, 1975). L ife  i s  experienced
as  a s e r i e s  o f th ings happening to  the in d iv id u a l  ra th e r  than as a
process of the in d iv id u a l  ac t in g  on th e  en v iro n m en t.  B efo re  th e se
ch ild ren  can be expected to  fu n c tio n  in  an educational environment which 
assumes in d iv id u a l r e s p o n s ib i l i ty  f o r  lea rn in g ,  they must be taught th a t  
what they do i n  f a c t  a f f e c t s  what happens to  them. O therw ise ,  
t r a d i t io n a l  i n s t r u c t i o n a l  and b e h a v io r  management t e c h n iq u e s  which 
presume the a b i l i t y  to  in f e r  cause and e f f e c t  may have l i t t l e  or no 
meaning fo r  them.
E a r l i e r  s tu d ie s  of the re la t io n s h ip  between abuse and cogn itive  
development (Ackley, 1977; C o llin s ,  1974; Elmer, 1967) used samples of 
ch ild ren  previously id e n t i f i e d  as abused. The sample used i n  t h i s  study 
lacked th i s  id e n t i fy in g  la b e l .  However, the r e la t io n s h ip  between abuse 
and cogn itive  development i s  the same as th a t  observed i n  the e a r l i e r  
research : handicapped c h ild re n  a re  abused more f re q u e n t ly  th an  t h e i r  
non-handicapped peers. The cu rren t study provides q u a n t i t a t iv e  evidence 
th a t  t h i s  re la t io n s h ip  e x i s t s  fo r  ch ild ren  i d e n t i f i e d  as  e m o tio n a l ly  
handicapped as w ell as fo r  o ther types of handicapping conditions  which 
occur more f requen tly  i n  the l i t e r a t u r e .
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C hapter 7
MULTIVARIATE ANALYSIS OF COGNITIVE DEVELOPMENT
The m u l t i v a r i a t e  a n a l y s i s  c o n s i s t e d  o f a s e r i e s  o f  m u l t i p l e  
r e g r e s s i o n s .  A r e g r e s s i o n  e q u a t io n  was computed f o r  each of the 
cogn itive  in d ic a to rs .  In  a d d it io n  to  l e v e l s  of p aren ta l  aggression and 
use of physical fo rce , measures of severa l  family context v a r ia b le s  were 
included i n  the s e t  of p re d ic to r  v a r i a b l e s .  These in c lu d e d  s in g l e  
parenthood, sex of respondent, responden t 's  years  of education, c h i ld 's  
sex and c h i l d 's  age. The family contex t v a r ia b le s  were se lec ted  on the 
b a s i s  o f  t h e i r  e x p e c t e d  r e l a t i o n s h i p  to  c h i l d r e n ' s  c o g n i t iv e  
development. They were entered in to  the reg ress io n  equation as con tro l 
v a r ia b le s .
The purpose of do ing  th e  m u l t i p l e  r e g r e s s io n  a n a ly s is  was to  
determine the ex ten t  to  which the s e t  of p re d ic to r  v a r ia b le s  explained 
the v a r ia t io n  i n  each of the dependent v a r ia b le s  as well as the e f fe c t  of 
each taken sep ara te ly .  Of sp ec ia l  i n t e r e s t  was the determ ination of the 
ro le  se lf-esteem  plays in  the r e la t io n s h ip  between p aren ta l  aggression 
and cognitive development. A measure of se lf -es teem  was included as a 
p red ic to r  in  one s e t  of reg ress io n  equations (Table 7-4) to  t e s t  the 
ex ten t to  which i t  accounted f o r  v a r ia t io n  i n  each of the measures of 
cognitive  development. Self-esteem  was a lso  used as a dependent v a r iab le  
(Table 7-3) to  assess  the in te rv en in g  e f f e c t  i t  might have on measures of 
cogn itive  development.
P a irw ise  and l i s t w i s e  e q u a t io n s  were computed. Both a n a ly ses
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Peabody Ind iv idual Achievement 
Tests Standard Score
151.97 153.12 31
Peabody P ic tu re  Vocabulary Test 
Standard Scores
94.84 12.65 38
WISC-R D ig it  Span 9.00 2.92 30
Nowicki-Strickland Lifespan 
External Locus of Control
16.51 4.47 43
Matching Fam iliar F igures Test 0.47 0.51 32
P iers  H arr is  Self-Concept Test 55.05 9.99 41
P aren ta l Use of Physical Force 2.07 0.66 44
Paren ta l Verbal Aggression 1.84 0.75 44
Single Parent 0.71 0.46 52
Sex of Responding Parent 1.21 0.41 52
P a re n t 's  Years of Education 12.58 2.99 52
Sex of Child 1.81 0.40 52
Age of Child 10.94 1.70 52
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Zable 7-3- Multi pi* Regression Analysis of Cognitive Development
Regression
Independent V srlsb ls  C oefficient Beta t P
A. Psabody Individual Achievement Test
Standard Scor* (N*25)
>■.72713 >2..52072, Adj. >2«. 33466 F*2.72457 pc.043
P arsntal Oss of Physical Pores -  25.15154 -.10860 -  .499 .624
Parental Verbal Aggression -  32.35858 -.15750 -  .761 .457
Single Parent 72.57158 .21681 1.250 .228
Sex of Responding Parent -130.37152 -.35111 -1.951 .068
Parent’s  Tears of Education 28.28415 .55275 2.896 .010
Sex of Child -124.93192 -.32469 -1.834 .084
Age of Child 21.81902 .24177 1.338 .199
B. Peabody P icture Vocabulary Test
Standard Score (Ns33)
>■.55451 >2«.30748, Adj. >2>,.11357 F«1.58572 ps.186
Parental Use of Pbysioal Foroe 7*11759 .37199 1.710 .100
Parental Verbal Aggression -  10.63716 -.62671 -3.028 .006
Single Parent -  .13588 -.00491 -  .028 .978
Sex of >espondlng Parent -  2.36547 -.07711 -  .429 .672
P aren t's  Tears of Education 1.15640 .27355 1.434 .164
Sex of Child -  8.00114 -.25170 -1.422 .167
Ago of Child 1.13026 .15160 .839 .409
C. VISC-R D igit Span (Nx26)
>■.61540 R2=.37 871, Adj. R2e .13710 F«1.56746 p>.208
Parental Use of Pbysioal Force -  1.49235 -.33739 -1.389 .182
Parental Verbal Aggression .46150 .11762 .509 .617
Single Parent .85053 .13305 .687 .501
Sex of Responding Parent -  .63688 .08981 -  .447 .660
P aren t's  Tears of Eduoation .39633’ .40556 1.904 .073
Sex of Child -  2.04038 -.27767 -1.405 .177
Age of Child -  .17939 -.10408 -  .516 .612
D. Nowlclcl-Strlckland Lifespan
External Locus of Control Test (N>36)
R*.69579 R2..48412, Adj. R2«.35515 F»3.75379 ps.005
Parental Use of Physical Force 3*29283 .486 58 2.742 .011
Parental Verbal Aggression -  1.24436 -.20729 -1.228 .230
Single Parent -  1.22290 -.12504 -  .884 .384
Sex of Responding Parent 1.17719 .10850 .740 .466
P aren t's  Tears of Eduoation -  .42544 -.28455 -1.829 .078
Sex of Child -  2.65207 -.23589 -1.634 .113
Age of Child -  .52145 -.19775 -1.342 .190
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Table 7-3- Multiple Regression Analysis of Cognitive Development (Continued)
Regression
Independent V ariable C oefficient Beta t  p
E. Matching F a a illa r  Figures Test (M*26) 
Bc. 26180 R2s.06854, Adj. R2>-.29369 F*. 18922 p«.984
Parental Use of Phyaioal Foroe .11455 .14938 .502
CMCM40•
Parental Verbal Aggression -  .03408 -.05010 -  .177 .861
Single Parent .10535 .09505 .401 .693
Sex of Responding Parent *13485 .10968 .446 .661
P aren t's  Tears of Eduoation .00263 .01554 .060 .953
Sex of Child .21386 .16766 .694 .497
Age of Child -  .01459 -.04883 -.198 .845
F. P iers  H arris Self-Concept Test (H«35)
R>.35570 R2«. 12652, Adj. 82>-.09994 F>.,55870 p>.782
Parental Use of Phyhioal Foroe 3*60668 .23863 1.015 .319
Parental Verbal Aggression -  2.84011 -.21184 -  .947 • 352
Single Parent .13816 .00632 .034 .973
Sex of Responding Parent 2.37505 .09802 .504 .618
P aren t's  Tears of Education .31527 .09441 .458 .651
Sex of Child 4.16512 .16588 .867 .393
Age of Child -  .70550 -.11980 -  .614 .545
I  « Miniaus nuaber of oases fo r  pairwise dele tion .
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table ?•* . Multiple Regression Iquations With S t l f - b t M  u  i  Predictor Variable
■egression
Independent V a riab le  C oefficient Beta t  p
A. Peabody Individual Achleveaent Test 
Standard Scores (N=25)
■*.7336A «2«.53823, Adj. R2«.30735 F>2.33116 p«.071
Parental Use of Pbysioal Force -  19.3845 -  .0837 -  .370 .716
Parental Verbal Aggression -  36.8998 -  .1796 -  .836 .415
Single Parent 72.7924 .2174 1.229 .237
Sex of Responding Parent -126.5738 -  .3408 -1.848 .083
P aren t's  Tears of Eduoation 28.7882 .5626 2.877 .011
Sex of Child -118.2719 -  .3073 -1.678 .113
Age of Child 20.6909 .2292 1.235 • 235
P lers-H arria  Self-Concept Score -  1.5989 -  .1043 -  .574 .574
B. Peabody P icture Vocabulary Test 
Standard Score (N=33) 
■=.56683 B2=.3213, Adj. R2=.09507 F=1.420 P*.239
Parental Use of Pbysioal Foroe 7.6919 .4020 1.795 .065
Parental Verbal Aggression -  11.0894 -  .6533 -3.074 .005
Single Parent -  .1138 -  .0041 -  .024 .961
Sex of Responding Parent -  1.9872 -  .0647 -  .355 .726
P aren t's  Tears of Eduoation .2066 .2854 1.475 .153
Sex of Child -  7.3379 -  .23 08 -1.273 .215
Age of Child 1.0179 .1365 .743 .465
P lers-H arrla Self-Conoept Soore -  .1592 -  .1257 -  .699 .491
C.
■=.62677 R2=.
WISC-R D igit Span (N=26) 
3928, Ajd. R2*. 10711 F«1.375 P=.275
Parental Use of Pbysioal Force -  1.6265 -  .3677 -1.461 .162
Parental Verbal Aggression .5671 .1445 .605 .553
Single Parent .8453 .1322 .672 .511
Sex of Responding Parent -  .7252 -  .1022 -  .498 .625
P aren t's  Tears of Education .3846 .3935 1.809 .088
Sex of Child -  2.1953 -  .2987 -1.466 .161
Age of Child -  .1531 -  .0888 -  .430 .673
P lers-H arrla Self-Conoept Soore .0372 .1271 .629 .538
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ta k i t  7-*. Multiple Ragreaeloo Squatlone With f c i r * b tM  aa i  f r t d l t u r  t i r t ik l*
(Continued)
Regression
Independent V ariable C oefficient Beta t P
D. Nowlcki-Strlokland Llfeapen
External Locua of Control Teat (H*35)
■*.69773 R2«.48682, Adj. R2«.32892 P*3.083 p*.013
Parental Dae of Pbyaloal Force 3.3826 .4998 2.671 .013
Parental Verbal Aggression -  1.3150 -  .2190 -1.234 .228
Single Parent -  1.2194 -  .1246 -  .852 .402
Sex of Reaponding Parent 1.2363 .1139 .747 .462
P aren t'a  I  ear a of Education -  .4175 -  .2793 -1.727 .096
Sex of Child -  2.5483 -  .2266 -1.496 .147
Age of Child -  .5390 -  .2044 -1.331 .195
P lera-H arrla Self-Concept Soore -  .0249 -  .0556 -  .370 .714
B. Matching Familiar Figures Teat (N*26)
R*.33014 R2..1089, Adj. R2.-.3103 F*.25995 P«.970
Parental Dae of Phyaioal Force .1539 .2007 .658 .519
Parental Verbal Aggreaaion .0650 -  .0956 -  .331 .745
Single Parent .1068 . 0964 .404 .691
Sex of Reaponding Parent .1607 .1307 .526 .606
P aren t'a  Teara of Education .0060 .0356 .136 .893
Sex of Child .2593 .2035 .825 .421
Age of Child -  .0222 -  .0746 -  .298 .769
P lera-H arrla Self-Conoept Score -  .0109 -  .2152 -  .879 .392
K •  Nlnleue number of oaeea fo r  pairwise deletion.
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produced s im i la r  r e s u l t s .  The r e s u l t s  presented i n  the chapter a re  from 
the pairw ise reg ress ion .
Peabody Indiv idual Achievement Test (Standard Scores)
S ection  A of Table 7-3 shows th a t  of the v a r ia b le s  included i n  the 
equation, parent educational le v e l ,  sex of responding paren t,  and the 
c h i l d 's  sex are  the most r e l i a b le  p re d ic to rs  of c h i ld re n 's  achievement 
scores . The re la t io n s h ip  between parent educational le v e l  and c h i ld re n 's  
school performance i s  c o n s is te n t  with o ther research  on t h i s  r e la t io n s h ip  
(H i l l ia rd  and Roth, 1969; Coleman, 1966). There are  both a t t i t u d in a l  and 
behavioral reasons f o r  t h i s .  I f  we assume th a t  le v e l  of education i s  
asso c ia ted  with school success, then p a ren ts ' educational le v e l  could be 
expected to t r a n s la te  in to  p o s i t iv e  a t t i tu d e s  toward school. One would 
expect these parents  to  more c o n s is te n t ly  reward c h i ld re n 's  e f f o r t s  a t  
s ch o o l- re la ted  tasks (Garbarino and Asp, 1982, p. 141).
They might a lso  be assumed to  have a b e t te r  understanding of ch ild  
development which would h e lp  them to  a d j u s t  e x p e c t a t i o n s  o f t h e i r  
ch ild ren  to  those which they are  developmentally capable of reaching. 
This would encourage  g r e a t e r  a c c e p ta n c e  o f  the  c h i l d r e n  and l e s s  
f r u s t r a t io n  with th e i r  e f f o r t s  a t  autonomy.
The educational le v e l  of the parent has a lso  been asso c ia ted  with 
the  p a r e n t 's  language s ty le  with the ch ild .  B ette r  educated parents  
speak more frequen tly  to th e i r  ch ild ren  about o b jec ts  and events ou ts ide  
the context of the p a ren t-ch ild  re la t io n s h ip .  The content o r ie n ta t io n  of 
th i s  language s ty le  f o s te r s  school success.
The r e la t io n s h ip  of sex of respondent to  c h i ld re n 's  achievement i s  
more d i f f i c u l t  to  understand. Male '-espondents had ch ild ren  with lower
achievem ent s c o re s .  A review  of the in terv iew s suggests th a t  th is
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apparent r e la t io n s h ip  may be due to  c h a r a c te r i s t i c s  of the sample. Of 
the e ig h t  male respondents, four had ch ild re n  with symptoms of severe 
thought d iso rd e rs .  Two were ac tu a lly  rece iv ing  an tip sy ch o tic  medication 
because of the se v e r i ty  of th e i r  problems. The ch ild  of a f i f t h  male 
re sp o n d e n t  had missed a l o t  of school due to  the need fo r  repeated 
su rg e r ie s .  These ch ild  c h a r a c te r i s t i c s  probably had more to do with the 
lower achievement sco res  among the male respondents ' ch ild ren  than the 
sex of the respondent.
The r e l a t i o n s h i p  o f  th e  c h i l d ' s  sex  to  achievem ent i s  not 
s u rp r is in g .  G ir ls  had higher achievement scores . This i s  co n s is te n t  
with the f a c t  th a t  a t  the elementary school le v e l ,  g i r l s  are  more "in  
tune" with t r a d i t io n a l  school behaviors. S o c ia l iz a t io n  to  the feminine 
sex r o l e  encourages many of the behaviors a ssoc ia ted  with elementary 
school success: s i t t i n g  s t i l l ,  f in e  motor coord ination , e tc .
Paren ta l violence does not appear in  the reg ress io n  equation as a 
s ig n i f ic a n t  p re d ic to r  of c h i ld re n 's  achievement. I t s  impact seems to  be 
f e l t  most i n  the development of cogn itive  s ty le .  C h ild ren 's  f a i l u r e  to  
keep pace with th e i r  non-abused peers i n  the development of in te rn a l iz e d  
locus of c o n tro l ,  and a t t e n t io n  span apparently  prevents the inform ation 
processing necessary to  master content areas  measured on ach ievem ent 
t e s t s .  This would exp la in  the r e la t io n s h ip  observed in  the b iv a r ia te  
a n a ly s is  between p a ren ta l  fo rce  and c h i ld re n 's  achievement scores .
Peabody P ic tu re  Vocabulary Test
Section B of Table 7-3 shows th a t  of the v a r ia b le s  included i n  the 
equation, paren ta l verbal aggression i s  the most r e l i a b le  p red ic to r  of 
c h i ld re n 's  language sco res .  There i s  a strong l in e a r  re la t io n s h ip  (Beta = 
- .62 )  between p aren ta l  verbal aggression and c h i ld re n 's  performance on
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th e  Peabody P i c t u r e  V ocabu la ry  T e s t ;  i n c r e a s e s  i n  a g g re s s io n  a re  
a sso c ia ted  with d ec l in es  i n  performance.
O ther r e s e a r c h  a s s o c i a t e s  speech  and language delays with the 
experience of physical violence (Blager, 1979; Green, 19781; Money, 1982; 
Kempe and H eifer,  1980; Martin, 1979; Allen and Wasserman, 1985). This 
research  did not f in d  th i s  re la t io n s h ip .  However, i t  does e s t a b l i s h  
p a r e n t a l  v e rb a l  a g g r e s s io n  a s  one o f  th e  f a c t o r s  a s so c ia te d  with 
c h i l d r e n ' s  language  developm ent. M oreover, i t  shows t h a t  v e rb a l  
aggression  i s
assoc ia ted  with l i n g u i s t i c  d e f i c i t s ,  even a f t e r  c o n tro l l in g  fo r  paren ta l 
use of physical fo rce .
D if fe re n c e s  in  language development can be the r e s u l t  of e i th e r  
c u l tu ra l  dep r iv a tio n  or a f a i l u r e  to use language to  communicate ideas . 
The reg ress io n  equation c o n tro ls  fo r  parent educational le v e l .  Assuming 
the higher educational le v e l  of the paren t,  the l e s s  the l ik e l ih o o d  of 
c u l tu ra l  d ep r iva tion , i t  would appear th a t  verbal aggression im pairs to  
fu n c tio n a l use of language. Children ra ised  by a v erba lly  aggressive 
p a re n t  have impairments in  t h e i r  a b i l i t y  to  use language to  express 
content. This i s  c o n s is te n t  with the work of Bateson (1960), Jackson 
(1967) and Walzlawick (1967) on the e f f e c t  of other types of family 
d iso rg an iza tio n  on language development. I t  i s  a lso  co n s is te n t  with the 
work o f  Kempe and H eifer (1980) and Blager (1979) on the e f fe c t  of 
physical v io lence . "Regardless of the amount of ta lk in g  they did, they 
[the ch ild ren ]  avoided any re a l  con tac t through communication" (Blager, 
1979, p. 92). This research  suggests  th a t  the e f f e c t  i s  s im ila r  fo r  
ch ild ren  exposed to  verbal aggression. These ch ild ren  a re  l e s s  ab le  than 
th e i r  peers to  u t i l i z e  the communicative aspects  of language.
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WeshalfiK Intelligence Scale for Children - Digit Span. Scare
Section  C of Table 7-3 shows th a t  of the v a r ia b le s  used i n  t h i s  
s tudy, p a re n ts '  le v e l  of education i s  the best p red ic to r  of the D ig it  
Span measure of c h i ld r e n 's  memory. Parenta l use of physical fo rce  appears 
negatively  r e la te d  to  c h i ld re n 's  memory scores.
The p re d ic t iv e  value of p a ren ts ' educational le v e l  on th i s  aspec t of 
cogn itive  s ty le  i s  not su rp r is in g .  More highly educated paren ts  would be 
expected to  be more aware of the necessity  of consistency fo r  the c h i l d 's  
c o g n i t i v e  developm ent. H igher p a re n t  e d u c a t io n a l  l e v e l  i s  a l s o  
asso c ia ted  with behaviors which f o s t e r  memory s k i l l s .  S p e c if ic a l ly  these 
p a r e n t s  encourage  g o a l - s e t t i n g  b e h a v io rs  and p a t t e r n s  of de layed  
g r a t i f i c a t i o n  (Kohn, 1969)* They a lso  would be expected to  engage in  
a c t i v i t i e s  such as reading to  th e i r  ch ild ren  and t e l l i n g  rhymes, e tc .  
These allow ch ild re n  experience in  being able to  r e f l e c t  back on th ings.
The re la t io n s h ip  of paren ta l use of physical force  to  c h i ld re n 's  
memory scores  i s  probably based on the e f f e c t  the experience of paren ta l 
violence has on the c h i l d 's  a b i l i t y  to  focus on a task . For example, 
in c o n s is te n t  paren ting  i n h i b i t s  the attachment process between paren ts  
and th e i r  ch ild ren . This a f f e c t s  the c h i l d 's  a b i l i t y  to  p red ic t  on the 
bas is  of past experiences. P aren ta l fo rce  a lso  f o s te r s  "sensory muting" 
which r e s u l t s  i n  an i n h i b i t i o n  of the  c h i l d ' s  a ttend ing  behaviors 
(Kempe and H eifer,  1980, p. 38).
Nowlokl-Strlckland Lifespan Locus of Control Test
The reg ress io n  a n a ly s is  summarized in  Part  D of Table 7-3 shows th a t  
paren ta l use of fo rce  i s  the most r e l i a b le  p red ic to r  of the degree to 
which c h i ld r e n  e x h i b i t  an e x t e r n a l i z e d  lo c u s  of c o n t r o l .  This  i s  
important because i t  sep ara tes  the e f fe c t  of paren ta l aggression on th is
72
v a r ia b le  from socioeconomic (paren t educational le v e l)  and m atura tional 
( c h i ld 's  age) in f lu e n c e s .  Children exposed to  v io lence grow up fe e l in g  
ou t of c o n t r o l  (Kempe and H e i f e r ,  1980). In the oourse of normal 
development, ch ild ren  develop a more in te rn a l iz e d  locus  of con tro l  as 
they move from a d i f fu se  to  in te g ra te d  s e l f - i d e n t i t y .  As c h i ld re n 's  
sense of s e l f  grows s tronger , they became more capable of competency
(E r ik so n ,  1963); i n t e l l e c t u a l  a b s t r a c t i o n  (Kagan, 1984) and moral 
dec is ions  based more on in te rn a l  values than ex te rn a l  agents of so c ia l  
contro l (Kohlberg, 1969). Research by B a tt le  and R otter (1963) in d ic a te s  
th a t  the process of in t e r n a l i z a t io n  encourages ch ild re n  to  engage i n
prosocia l behavior. Contingency reinforcement of rewards as an outcome
of t h e i r  e f f o r t  in c re a se s  th e i r  i n t e r e s t  i n  p a r t ic ip a t in g  in  the so c ia l
system fo r  the purpose of securing fu tu re  b en e f i ts .
Autonomy i s  n o t  e n c o u r a g e d  i n  th e  a b u s i v e  p a r e n t - c h i l d  
re la t io n s h ip .  The enmeshment which ch a ra c te r iz e s  t h i s  in te r a c t io n  makes 
i t  d i f f i c u l t  f o r  e i th e r  parent or ch ild  to  move from i t  and "get on with 
t h e i r  own l i f e . "  C h i l d r e n 's  d i f f i c u l t y  i n  s e l f - d i f f e r e n t i a t i o n  i s  
im p l ic i t  i n  the depressed locus of con tro l scores  observed fo r  the high 
vio lence group.
Crandell (1965) d escribes  the m atura tional sequence of locus control 
a c q u is i t io n  as one which allows c h i ld re n  to  f i r s t  accept r e sp o n s ib i l i ty  
for th e i r  successes and then even tually  fo r  th e i r  f a i lu r e s .  Slade e t  
a l .  (1984) specify  abused c h i ld re n 's  i n a b i l i t y  to  accept re sp o n s ib i l i ty  
for f a i l u r e  as the point a t  which th e i r  locus of contro l i s  impaired. I f  
th is  i s  t ru e ,  academic tasks  would become in c reas in g ly  more d i f f i c u l t  fo r  
ch ild ren  since  e f f o r t s  to  perform would imply an openness to  c r i t ic ism  
and co rrec t io n .
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This research  does not d i f f e r e n t i a t e  c h i ld r e n 's  a b i l i t y  to  assume 
re s p o n s ib i l i ty  fo r  success or f a i l u r e .  However, the average age of the 
ch ild ren  i n  the sample (10.9) i s  the age a t  which Crandell says the s h i f t  
toward r e s p o n s ib i l i ty  f o r  f a i l u r e  begins (Crandell, 1965). I t  may be 
th a t  p a ren ta l  v io lence so erodes the c h i l d 's  progress  toward competency 
th a t  they develop behaviors of learned  he lp lessn ess  and i n a b i l i t y  to  take 
r i s k s  to  av o id  a t t r i b u t i o n s  o f f a i l u r e .  These b e h a v io r s  express 
themselves as  a d i s i n t e r e s t  i n  lea rn in g ,  r e s i s ta n c e  to  change or lack  of 
m otivation. They may i n  f a c t  mask the c h i l d 's  e f f o r t  to  hold on to  a 
past success.
Matching Fam iliar F igures Test (MFFT)
None of the p red ic to r  v a r ia b le s  appear to  be p a r t ic u la r ly  assoc ia ted  
with measures of im p u ls iv ity .  This i s  s u r p r i s i n g  both  i n  te rm s of 
Kagan's work on c h i ld re n 's  cogn itive  s ty le  (1964, 1984) and the c l in ic a l  
impressions of people working with abused ch ild ren  (Martin, 1979). Kagan 
d iscusses  the process of how ch ild ren  develop p a t te rn s  of impulsive or 
r e f l e c t iv e  problem solv ing  s ty le s  i n  terms of th e i r  ea r ly  experiences.
On the bas is  of h is  d iscuss ion , one would expect th a t  p a re n ts '  years 
of education would be a s trong p red ic to r  of c h i ld r e n 's  sco res  on the 
MFFT. Lower p aren ta l  l e v e l s  of education would be expected to  p red ic t  
higher scores  on measures of im pulsiv ity  in  ch ild ren .
The c l i n ic a l  work of Heifer (1980) and Martin (1979) describes  the 
abused ch ild  as  h y p erv ig ilan t ,  e a s i ly  d i s t r a c t i b l e  and having a short 
a t te n t io n  span. These are a l l  phrases used to  describe  the impulsive 
le a rn e r .  Parenta l use of aggression  would th e re fo re  be ex p ec ted  to  
p red ic t  higher im pulsiv ity  scores.
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There a r e  a t  l e a s t  two p o s s ib l e  r e a so n s  why th e se  ex p ec ted  
r e l a t io n s h ip s  d id  n o t  a p p ea r  i n  th e  r e g r e s s i o n  a n a l y s i s .  In  h i s  
d iscuss ion  of im pu ls iv ity ,  Kagan a lso  d iscusses  a th i rd  type of lea rn ing  
s ty le  which he terms the "impulsive accura te"  (Kagan, 1965). These 
a re  ch ild ren  who have a sh o r t  la tency  to  f i r s t  response but who a lso  have 
few e r ro rs .  I t  i s  poss ib le ,  th a t  there  were enough of these ch ild ren  
represented i n  the sample to  a f f e c t  the p re d ic t iv e  power of the MFFT.
The apparent lack  of r e la t io n s h ip  between the p a ren ta l  aggression 
and th e  MFFT may be due to  a problem of cons truc t v a l id i ty .  I t  i s  
possib le  th a t  the impulsive lea rn in g  s ty le  ope ra tiona lized  by Kagan i s  
q u a l i t a t iv e ly  d i f f e r e n t  from the apparently  impulsive behavior observed 
in  abused ch ild ren . Kagan describes  im pu ls iv ity  as a f a i l u r e  on the p a r t  
of the ch ild  to  scan the  whole v isu a l  f i e ld  before making a response. 
The apparent im pu ls iv ity  of the abused ch i ld  may be l e s s  a f a i l u r e  to 
scan than an e f f o r t  to  respond to  a l l  environmental cues a t  once.
Self-Eatem
The th e o re t ic a l  model which formed the  bas is  of t h i s  study pred ic ted  
th a t  experiences of p a ren ta l  aggression  would have a se r io u s  negative 
impact on c h i ld r e n 's  se lf-es teem . The r e s u l t in g  low se lf - e v a lu a t io n  was 
ex p ec ted  to  produce d e la y s  i n  c o g n i t i v e  f u n c t io n in g  as  w e l l  a s  
d e f ic ie n c ie s  i n  co gn it ive  s ty le .
The r e g r e s s i o n  a n a l y s i s  d o e s  n o t  s u p p o r t  t h i s  e x p e c te d  
re la t io n sh ip .  As in d ica ted  in  Section F, Table 7-3, the paren ta l use of 
a g g re s s io n ,  both verbal and physical does not appear to  be strongly  
re la te d  to se lf-es teem . The r e l a t i o n s h i p  which e x i s t s  i s  u n c le a r .  
Self-esteem appears p o s i t iv e ly  assoc ia ted  with increased  use of paren ta l 
v iolence and negatively  a ssoc ia ted  with p a ren ta l  verbal aggression. Table
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7-4 in d ic a te s  th a t  se lf-es teem  does not appear to  be re la te d  to  the 
measures of oognitive s ty le  and cogn itive  function ing  used i n  t h i s  study.
Why th e  e x p e r ie n c e  of p a r e n t a l  v io le n c e  and p a r e n t a l  v e rb a l  
aggression appear to  have opposite  e f f e c t s  on se lf -es teem  may be due to  
the non-linea r  r e la t io n s h ip  which e x i s t s  between p aren ta l  violence and 
se lf-esteem  scores . The b iv a r ia te  a n a ly s is  in d ic a te s  th a t  in c reases  i n  
p a r e n ta l  use of verbal aggression a re  r e la te d  to  s te a d i ly  decreasing 
scores  on measures of se lf-esteem . This same p a t te rn  i s  not observed in  
the r e la t io n s h ip  between paren ta l v io lence and se lf -es teem . Children i n  
the middle v io len ce  group have h ig h e r  s c o re s  on th e  P i e r s  H a r r i s  
Self-Concept Scale than e i th e r  the low or high v io lence groups. There 
are severa l  th e o re t ic a l  reasons why th i s  type of r e la t io n s h ip  e x i s t s  
between p aren ta l  v io lence and se lf-esteem .
Research on c h ild re n  from d y s fu n c tio n a l  f a m i l i e s  d e s c r ib e s  how 
d i f f i c u l t  i t  i s  fo r  them to a r r iv e  a t  s e l f - d i f f e r e n t i a t i o n  (Mishler and 
Waxier, 1965). The development cf se lf-es teem  req u ire s  the a r t i c u la t i o n  
of a se lf -co n cep t which one can eva lua te .  I t  i s  p o ss ib le  th a t  ch ild ren  
who experience p a ren ta l  v io lence f requen tly  enough to  place them i n  the 
h ig h e r  v io lence  group lack  a s trong  enough sense of s e l f  to respond 
accura te ly  about what they l i k e  to  do or to  questions  about what they do 
w e l l .  This  may le a d  to  a random re sp o n se  p a t t e r n  to  cover th e i r  
confusion.
We a lso  know th a t  ch ild re n  l iv in g  i n  o ther high s t r e s s  environments 
such as alcoholism, develop p a t te rn s  of den ia l to  in s u la te  themselves 
from the s t r e s s  around then. One of the c la s s ic  types i s  the mascot who 
exudes se lf -con fidence  as  a way of keeping people a t  a sa fe  d is tan ce . I t  
i s  poss ib le  th a t  ch ild re n  who are exposed to  high le v e ls  of v iolence
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develop s im ila r  coping mechanisms as a way of su rv iv ing  p a ren ta l  a s s a u l ts .
C h i ld re n  who a r e  f r e q u e n t ly  exposed to  v i o l e n c e  a r e  o f t e n  
charac te r ized  as needing to  p lease a d u l ts .  Many of the ch i ld re n  i n  the 
sample had worked i n  a th e rap eu tic  s e t t in g  with me fo r  sev era l  years . I t  
i s  poss ib le  th a t  th e i r  responses r e f le c te d  th ings they thought I  would 
l i k e  to  hear r a th e r  than an accu ra te  eva lua tion  of themselves.
F a m il ie s  which have high le v e ls  of paren ta l aggression  a re  a lso  
freq u en tly  ch arac te r ized  by ro le  r e v e rs a ls  between the paren t and ch ild .  
The c h i l d  assumes r e s p o n s ib i l i ty  fo r  the care and w ell-being  of the 
parent and o ften  of the household. Items on the P ie rs -H arr is  access 
in fo r m a t io n  about a c t i v i t i e s  c lo se ly  assoc ia ted  with school and play 
experiences. These are  areas  where most ch ild ren  achieve se lf-m astery . 
However, fo r  the c h i ld re n  who f e e l  responsib le  fo r  a v io le n t  parent, 
a f f irm a tiv e  responses to  item s l ik e  "I'm good i n  music" may produce a 
high "p o s i t iv e"  se lf -e s teem  score but revea l very l i t t l e  about how the 
ch ild ren  a c tu a l ly  eva lua te  themselves. I t  i s  a lso  possib le  th a t  because 
the re la t io n s h ip  between physical fo rce  and se lf-es teem  i s  non-linear, 
the reg re ss io n  l i n e  may not r e f l e c t  the ac tu a l  r e la t io n s h ip  between these 
v a r ia b le s .
P a re n ta l  verbal aggression  and p a ren ta l  physical aggression a lso  
appear to  have opposite  e f f e c t s  on language development as well as  the 
cognitive  s ty le  in d ic a to r s  of memory, im pu ls iv ity  and locus of co n tro l.  
As in d ica ted  in  Table 7-3 , the e f f e c t  of p a ren ta l  v io lence on language 
development appears to  be p o s i t iv e .  The experience of paren ta l verbal 
aggression appears p o s i t iv e ly  r e la te d  to  c h i ld re n 's  memory and locus of 
contro l scores as w ell as with r e f l e c t iv e  problem solv ing  because lower 
score meanse g re a te r  i n t e r n a l ! t y .
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A reexamination of tbe b iv a r ia te  re la t io n s h ip s  provides a possib le  
exp lanation  fo r  th i s .  The r e la t io n s h ip  of p a ren ta l  v iolenoe and scores 
on both  th e  Peabody P i c t u r e  V ocabu lary  Test (PPVT) i s  non-linea r. 
Children i n  the middle v io lence group have higher scores  on the PPVT than 
e i t h e r  th e  low or h igh  v io le n c e  g ro u p s .  The r e la t io n s h ip  between 
p a ren ta l  verbal aggression  and the cogn itive  i n d i c a t o r s  o f  lo c u s  of 
c o n t ro l  and memory are a lso  non-linea r.  Scores fo r  ch ild ren  from the 
middle group in d ic a te  th a t  th e i r  performance on each of these measures of 
cogn itive  s ty le  i s  b e t te r  than the performance of ch ild ren  in  e i th e r  the 
low or high groups. Children i n  t h i s  group a l s o  app ear  to  be more 
impulsive than those in  e i th e r  the low or high groups.
As i n  the case of the measure of the r e la t io n s h ip  of physical fo rce  
and se lf -es teem , n o n - l in e a r i ty  may account fo r  the apparently  p o s i t iv e  
re la t io n s h ip  of physical fo rce  to  language development. I t  may a l s o  
account fo r  the apparently  p o s i t iv e  r e la t io n s h ip  between paren ta l  verbal 
aggression  and scores  on measures o f memory and locus of co n tro l.  I t  may 
be th a t  a l in e a r  model such as a reg ress io n  equation obscures the nature 
of the a c tu a l  r e la t io n s h ip  between these v a r ia b le s .
A n a ly s is  o f  th e  R2 and a d ju s te d  R2 va lues  in d ic a te s  th a t  the 
v a r ia b le s  sp ec if ied  i n  the  reg re ss io n  equation when taken together , are 
f a i r l y  s trong  p re d ic to rs  of c h i ld re n 's  performance on severa l of the 
cogn itive  measures used i n  the study. This i s  p a r t ic u la r ly  tru e  fo r  the 
ach ievem ent and lo c u s  o f c o n t r o l  s c o re s .  The F va lues  fo r  these 
equations are  s ig n i f ic a n t  a t  the .04 (achievement) and .005 (locus  of 
con tro l)  le v e ls .
This  a n a l y s i s  e s t a b l i s h e s  th e  s t ro n g  p re d ic t iv e  power of both 
p aren ta l  verbal aggression  and paren ta l use of physical fo rce  fo r  two 
of the measures of cogn itive  function ing . P aren ta l verbal aggression i s
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a s t r o n g  p r e d i c t o r  o f  language  delays i n  ch ild ren . P aren ta l use of 
physical fo rce  i s  a s trong  p red ic to r  of ex te rn a l ized  locus  of co n tro l.  
These f ind ings  suggest th a t  oh ild ren  exposed to  p a ren ta l  aggression  en te r  
school with two im portant v a r ia t io n s  of cogn itive  s t y l e .  D elays i n  
language development and the p a s s iv i ty  assoc ia ted  with an ex te rn a lized  
locus of con tro l may i n h i b i t  th e i r  a b i l i t y  to  respond su ccess fu lly  to  the 
classroom environment. These inform ation  processing problems may account 




The purpose of t h i s  study was to  determ ine i f  p a r e n t a l  v e r b a l  
aggression and p a ren ta l  use of v io lence in f lu en ce  the developing c h i ld  in  
the areas of cogn itive  s ty le ,  co gn it ive  func tion ing  and se lf -es teem . A 
second a n a ly s is  involved the a s so c ia t io n  of p a ren ta l  aggression and the 
c h i ld 's  placement i n  sp e c ia l  education.
The sample was drawn from the population of ch ild re n  a t tend ing  the 
Portsmouth, N.H. elementary schools during the years  1983-1985. I t  was 
s t r a t i f i e d  on the b a s is  of whether or not the ch ild ren  were labeled  
emotionally handicapped and consis ted  of f i f ty - tw o  ch ild re n .  Twenty-nine 
of the  f i f t y - t w o  c h i l d r e n  i n  th e  sample were l a b e le d  emotionally 
handicapped and had been assigned to  th e  s p e c i a l  e d u c a t io n  program 
"KIDS." The o ther tw enty-three ch ild re n  were matched to  the sp ec ia l  
education group by sex, age and neighborhood. The primary paren t of each 
ch ild  i n  the sample was in terv iew ed.
Self-Esteem as an In terven ing  V ariab le
The study hypothesized th a t  se lf-es teem  played an In te rven ing  ro le  
between p aren ta l  use of fo rce  and/or verba l aggression  and the c h i l d 's  
c o g n i t iv e  development. The expecta tion  was th a t  the use of paren ta l 
aggression would i n h i b i t  the development of the c h i l d ' s  se lf -es teem . The 
r e s u l t i n g  low er s e l f - e s t e e m  was ex p e c te d  to  r e s u l t  i n  c o g n i t i v e  
delays. This r e la t io n s h ip  was not observed. Contrary to  t h e o r e t i c a l  
form ulations about i t s  in h ib i t in g  e f f e c t  on achievement, se lf-es teem  was
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not found to  be a i g n i f i o a n t l y  c o r r e l a t e d  to  any of the oognitive  
In d ic a to rs  used i n  t h i s  study. I t  may be t h a t  s e l f - e s t e e m  a f f e c t s  
achievement in  ways which are  not measured here.
The apparent lack  of re la t io n s h ip  between paren t a g g re s s io n  and 
se lf-esteem  i s  contrary  to the expecta tions  of the s tu d y 's  th e o re t ic a l  
model. I t  may r e f l e c t  one of severa l  dynamics ob se rv ed  i n  a b u s iv e  
pa ren t-ch i ld  r e la t io n s h ip s .  Children from abusive fa m il ie s  may lack the 
s e l f - d i f f e r e n t i a t i o n  necessary to  adequately define  what they do w ell. 
The s k i l l  areas te s te d  by the P ie rs  H arris  may not r e f l e c t  competencies 
upon which abused ch ild re n  evalua te  them se lves .  Or i t  may be th a t  
ch ild ren  who are  exposed to  high le v e ls  of p a ren ta l  aggression  engage in  
a process of re a c t io n  form ation to  defend th em se lv es  from p a r e n t a l  
h o s t i l i t y .  That i s f a t  seme p o in t  the ch ild re n  succeed i n  blocking out 
paren ta l messages about themselves. This i s  c o n s is te n t  with d esc r ip t io n s  
of ch ild ren  l iv in g  i n  o ther types of high s t r e s s  s i tu a t io n s  as w ell as 
H e ife r 's  d e sc r ip t io n  of "sensory muting i n  abused ch ild ren"  (Kempe and 
H eifer, 1980, p. 38).
P a r e n ta l  A g g re ss ion and C o g n i t iv e  Development. The reg ress ion  
an a ly s is  revealed th a t  verbal aggression i s  d i r e c t ly  r e la te d  to  language 
development. The asso c ia ted  delays may f o s t e r  a cogn itive  s ty le  which 
has negative consequences fo r  achievement.
Parental violence seems to  undermine c h i ld r e n 's  development of an 
in te rn a l iz e d  locus of co n tro l  when verbal aggression  i s  con tro lled  fo r .  
This suggests  th a t  the use of fo rc e  even i n  a "supportive" environment, 
may be de trim ental to  the c h i l d 's  cogn itive  development.
The f ind ings  about the nature of the r e la t io n s h ip  between paren ta l 
ag g ress io n  and c h i ld re n 's  cogn itive  development have im p lica tions  for 
fu r th e r  study of the e f f e c t s  o f  p a r e n t a l  v io l e n c e .  They may a l s o
81
co n tr ib u te  to  our understanding of the apparent in te rg e n e ra t io n a l  cycle 
of ch ild  abuse.
Parenta l Aggression and Locus of Control
The f a c t  th a t ,  even when verba l aggression  i s  p a r t ia le d  out, there  
i s  a r e la t io n s h ip  between p aren ta l  violence and the development of the 
c h i l d 's  in te rn a l iz e d  locus  of c o n tro l ,  i s  q u i te  im portant. Proponents of 
physical punishment believe  th a t  i f  the parent and ch ild  a re  not involved 
i n  a negative verbal exchange, but ra th e r  th a t  the parent i s  ac t in g  out 
of h is /h e r  concern fo r  the b e n e f i t  of the ch ild ,  the e f f e c ts  of physical 
fo rce  w i l l  be d i f f e r e n t .  For some a reas  of development th i s  may be 
t r u e .  However, t h i s  s tu d y  p ro v id e s  ev idence th a t  p a ren ta l  use of 
physical fo rce ,  with or without verba l aggression , i s  assoc ia ted  with 
developmental impairment in  c h i ld re n 's  a b i l i t y  to e s ta b l i s h  in te rn a l iz e d  
con tro l of th e i r  successes  and f a i lu r e s .
The e f f e c t  of p a ren ta l  physical aggression on the c h i l d 's  locus of 
con tro l may have o ther  im p lica tio n s  fo r  understanding the e f f e c t s  of 
v io lence. Research on locus of con tro l  a s so c ia te s  in te rn a l iz e d  con tro l 
with such p rosocia l behavior as the a b i l i t y  to  d e lay  g r a t i f i c a t i o n  
(Bolick and Nowicki, 1984, p. 84) and p e rs is te n c e  a t  a task  (Grimes, 
1981). K o h lb e rg  a l s o  r e f e r s  to  th e  c o g n i t i v e  c o r r e l a t e s  o f  
i n t e r n a l i z a t i o n  a s  p r e r e q u i s i t e s  f o r  p ro so c ia l  behavior. A b e t te r  
understanding of the re la t io n s h ip  between p a ren ta l  aggression and locus 
o f c o n t r o l  may p ro v id e  i n s i g h t  i n t o  th e  r e l a t i o n s h i p  between the 
experience of v io lence as a c h i ld  and th e  in c id e n c e  o f a n t i s o c i a l  
behaviors as ado lescen ts  and ad u lts  (Rhoades and Parker, 1981, p. 27; 
Sandberg and S trau s ,  1984, p. 4).
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Handicapped Children a re  Victims of Violence
The handicapped  c h i ld r e n  I n  the  sample e x p e r ie n c e d  p a r e n t a l  
aggression more o f ten  and a t  a g re a te r  lev e l  of s e v e r i ty  than did th e i r  
non-handlcapped peers. P aren ta l aggression -  both verbal aggression  and 
v io lence -  was found to  be higher in  the group id e n t i f i e d  as  emotionally 
handicapped. This research  confirms the widely held b e l ie f  th a t  there  i s  
a higher incidence of p aren ta l  aggression aga ins t  handicapped ch ild ren  
( in  th is  case emotionally d istu rbed  ch ild ren ) .
B ec au se  o f  t h e  i n t e r a c t i o n a l  n a t u r e  o f  th e  p a re n t  c h i ld  
r e la t io n s h ip ,  i t  i s  im possible to  firm ly e s ta b l i s h  the caused d i re c t io n  
of t h i s  re la t io n s h ip .  However, the f a c t  th a t  the study did not draw from 
a group of ch ild re n  who had been id e n t i f i e d  as abused and ye t found 
higher r a te s  of abuse among the handicapped group cannot be dismissed.
S tim ulating  supportive paren t i n t e r a c t i o n s  a re  a s s o c i a t e d  w ith  
g rea te r  s k i l l  a c q u is i t io n  and higher le v e ls  of both cognitive  and so c ia l  
behavior fo r  c h i ld re n  with id e n t i f i a b l e  handicaps such as Downs Syndrome 
(Sameroff, 1975). I t  seems reasonable to assume then th a t  the e f f e c ts  of 
other more su b tle  cogn itive  d e f ic ie n c ie s  would a lso  vary as a func tion  of 
d i f f e r e n t i a l  p a ren t-ch i ld  in te ra c t io n s .
In the case of the re la t io n s h ip  between p a ren ta l  v io lence and ch ild  
c h a r a c t e r i s t i c s  of emotional d istu rbance, i t  appears th a t  the use of 
v io le n t  measures by the parent in c reases  the l ik e lih o o d  of the ch ild  
developing c h a r a c te r i s t i c s  which in h ib i t  th e i r  cogn itive  development.
Handicapped vs. Comparison  Groups
The comparison of the two groups provided in te r e s t in g  q u a l i t a t iv e  
in fo rm a tio n  ab o u t p a r e n t a l  a g g re s s io n .  Most p a r e n t s  i n  both  the  
handicapped and com parison groups ac c e p te d  th e  id e a  t h a t  c e r ta in
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s i tu a t io n s  were se r io u s  enough to warrant the use of physical punishment 
a g a in s t  th e i r  ch ild ren . Only two of the f i f ty - tw o  paren ts  interview ed 
sa id  th a t  they had never used physical punishment i n  d is c ip l in in g  th e i r  
ch ild ren . Another i n t e r e s t i n g  a s p e c t  o f  p a r e n t s '  a t t i t u d e s  toward 
violence emerged from the in terv iew  process. They were asked i f  th e i r  
ch ild ren  had ever h i t  them and i f  so, what had been th e i r  response. I t  
was ra th e r  s u rp r is in g  to  discover th a t  20 of the f i f ty - tw o  ch ild ren  had 
been physica lly  a g g r e s s iv e  toward t h e i r  p a r e n t s .  What seems more 
im p o r ta n t ,  however, i s  th a t  not one of the parents  who reported  an 
aggressive in c id e n t  had responded by t e l l i n g  th e  c h i ld  t h a t  i t  was 
wrong. F a i l u r e  to  do th i s  suggests th a t  parents  do not define the 
aggressive behavior as in ap p ro p ria te .
While both  groups appeared to  accept the use of fo rce  aga ins t 
ch ild ren , th e re  was v a r ia t io n  between the groups in  terms of the type of 
physical aggression paren ts  employed. The incidence of severe a s sa u l t  
was higher fo r  the handicapped group. Children from th is  group were 
exposed to  more extreme forms of p aren ta l  v io lence. This occurred on a 
more f r e q u e n t  b a s i s  th an  d id  th e  p a r e n t a l  f o r c e  r e p o r te d  by the  
comparison group.
P aren ta l v io lence i n  the handicapped group frequen tly  occurred as  an 
expression of p a ren ta l  f r u s t r a t i o n .  I t  seemed to  be employed when 
a l te r n a t iv e  methods f a i l e d  to  produce des ired  r e s u l t s .  This was not true  
of most of the comparison group re s p o n d e n ts .  The sequence toward 
violence fo r  these paren ts  was d i f f e r e n t  in  th a t  i t  was i n  response to  an 
in f r a c t io n  of a previously  decided family ru le .  I t s  p o te n t ia l  use as a 
consequence was a lso  known to  the ch ild  p r io r  to the p r e c ip i ta t in g  event.
This suggests  th a t  a l th o u g h  both g roups of p a r e n t s  e n te r  the  
c o n f l ic t  s i tu a t io n  with the in te n t io n  of doing w hat 's  best fo r  th e i r
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ch ild ren , parents  i n  the handicapped group lo se  s ig h t  of t h i s  goal when 
the ch ild  f a i l s  to  cooperate.
In te ra e n e ra t lo n a l  Cvcle
The r e la t io n s h ip  between p a ren ta l  verbal aggression and c h i ld re n 's  
language development a s  w e ll  a s  th e  r e l a t i o n s h i p  between p a r e n ta l  
violence and e x te rn a lized  locus of con tro l may in c rease  our understanding 
of the in te rg e n e ra t io n a l  transm ission of ch ild  abuse. I t  may be th a t  
c o g n i t i v e  d e f i c i t s  i n  ch ildhood  exp la in  some of the observed ad u lt  
p ro f i le .
Both B lag er  (1979) and H eifer (1980) describe  abused c h i ld re n 's  
language  developm ent a s  r e s i s t a n t  to  d e v e l o p i n g  i n t e r p e r s o n a l  
connection: " th e i r  senses a re  tra in e d  i n  such a way th a t  to  use them fo r
rece iv ing  or t r a n s m i t t i n g  p o s i t i v e  m essages i s  no t p a r t  o f  t h e i r  
communication system " (Kempe and H e i f e r ,  1980, p. 39)° What they 
d e s c r ib e  c lo s e ly  ap p ro x im a te s  th e  work o f th e  B ateson  g ro u p  on 
communication i n  dysfunctional fa m il ie s  as w ell as the work of Minuchin 
(1967) with f a m il ie s  of ju v en ile  de linquents .  In these  fa m il ie s ,  words 
a r e  used l e s s  to  connec t i n t e r  personally  than to  keep people a t  a 
d is tance . Bowen says th a t  the func tion  of language i n  these fa m il ie s  i s  
to  s u s ta in  the family as an " u n d iffe re n tia te d  ego mass" (Bowen, 1976). 
D if fe re n t ia t io n  i s  avoided l e s t  i t  r e s u l t  i n  expulsion or c o n f l ic t .
Data from in terv iew s with the high violence paren ts  suggests th a t  
they a lso  f e a r  c o n f l ic t .  Because of th i s  f e a r ,  they deny i t s  ex is tence  
and avoid le a rn in g  ways of dealing  with i t .  The sequence to  violence 
appears to be one th a t  stems l e s s  from a w i l l i n g n e s s  to  engage i n  
c o n f l ic t  than one which o r ig in a te s  i n  pseudomutuality and d e te r io ra te s  
in to  d es tru c t io n .  I t  i s  possib le  th a t  the language p a t te rn  in  abusive
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fa m il ie s  i s  in tended to  avoid d i f f e r e n t i a t i o n  and/or c o n f l i c t :  "the l e s s
sa id  the b e t t e r . "  These o h ild ren  e n te r  adulthood w ithout experience in  
communication fo r  the purpose of c o n f l ic t  re so lu t io n .
P a tte rn s  of learned  h e lp le s s n e s s  a c q u ire d  i n  ch ild h o o d  may be 
a s s o c i a t e d  w ith  an a p p a re n t  l a c k  o f m o tiv a t io n  and p e rs is te n ce  in  
adulthood. Seeman describes  the sense of powerlessness a sso c ia ted  with 
an e x t e r n a l i z e d  locus  of con tro l  as a l ie n a t io n  (1957)* An extended 
experience of missing the connection between o n e 's  b e h a v io r  and the 
su rro u n d in g  environm ent prevents so c ia l  in te g ra t io n  i n  a t  l e a s t  two 
ways. Lack of experience i n  an ordered environment i n h i b i t s  behaviors 
such as goal s e t t in g  and delayed g r a t i f i c a t i o n  which to  some ex ten t re ly  
on a p e rso n s 's  a b i l i t y  to  p re d ic t  and make in fe ren ces .  F a i lu re  to  make 
a s so c ia t io n s  based on these  s k i l l s  cloud the p e rso n 's  perception  as to  
how to  ob ta in  the m ate r ia l  rewards o ffered  i n  a cu l tu re .
Perhaps more im p o r t a n t ly ,  t h i s  a l i e n a t in g  childhood experience 
l im i t s  a p e rso n 's  a b i l i t y  to  overcome cogn itive  impairments. The reason 
fo r  t h i s  i s  th a t  the lack  of d i f f e r e n t i a t i o n  a sso c ia ted  with paren ta l  
aggression prevents  the person from id e n t i fy in g  th e i r  needs (Kempe and 
H eifer, 1980). They a re  unable to  d isc r im in a te  the experiences in  the 
past which may have re su l te d  i n  th e i r  ou rren t problems. They have a lso  
f a i l e d  t o  e s t a b l i s h  o t h e r  p e o p le  a s  a g e n ts  o f  h e lp  and need 
s a t i s f a c t io n .  People w ith childhood h i s to r i e s  of abuse are  denied access 
to  both the m ate r ia l  and emotional networks which f a c i l i t a t e  the so c ia l  
in te g ra t io n  of most a d u l ts .
Acknowledgement th a t  abusive paren ts  experience l i f e  t h i s  way i s  
im p l ic i t  i n  both H e i f e r 's  W.A.R. program (1980) and Parents  Anonymous 
(Lieber, 1969). Both programs focus on group p a r t ic ip a t io n .  The goal 
fo r  each i s  fo r  paren ts  to  achieve s e l f  d e f in i t io n s  as  members of a group
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who are  ab le  to  Id e n t i fy  th e i r  own needs and seek help  fo r  then. In  doing 
so, these in te rv e n t io n  teohniques hope to  e f f e c t  a change i n  the person 's  
s e lf -p e rc e p tio n  as w ell a s  th e i r  d e f in i t io n  of the world around then.
The f in d in g s  of t h i s  study suggest th a t  an understanding of the 
in te rg e n e ra t io n a l  transm ission  of c h i ld  abuse invo lves  co gn it ive  d e f i c i t s  
as well as behavioral and p s y c h ia tr ic  processes. This in te r p r e ta t io n  
c a l l s  fo r  in te rv e n t io n  a t  the dyadic r a th e r  than in d iv id u a l  l e v e l .  I t  
I d e n t i f i e s  the emeshment of paren t and ch i ld  i n  terms of d e f in i t io n s  of 
the world as co n tr ib u tin g  to  susta ined  p a t te rn s  of p a ren ta l  aggression. 
The development of g re a te r  s e l f - d i f f e r e n t i a t i o n  and competency i n  both 






Many parents  f in d  problems coming up in  try in g  to  bring up th e i r  
ch ild ren . They o f te n  work out very good ways of dealing  with them. I  am 
try in g  to  c o l le c t  the d i f f e r e n t  experiences of l o t s  of fa m il ie s ,  to  f in d  
out what s o r ts  of methods are  most widely used and how they work out 
(adapted Newson, 1964).
F i r s t ,  though, I  need to  f in d  out a l i t t l e  about the people who l i v e
here.
Item
1. Could you t e l l  me how many people are  l iv in g  here? _____  ad u lts
  ch ild ren
2. Can you t e l l  me a l i t t l e  about them one by one? L e t 's  s t a r t  with 
y o u rse lf ,  then t e l l  me about the o ther a d u lts .
aName
^Relation to  Respondent 
cSex




hS h i f t
(Repeated fo r  each a d u lt  p resen t)
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3. Now I ' d  l i k e  to  bear about tbe ob ild ren . Will you answer some 
ques tions  about tbem, s t a r t i n g  witb tbe o ld e s t  one. 
aName




fYears i n  School 
SGrade Level 
hRdg. Problem 
iP reg . Problem 
JB irth  Problem 
(Repeated fo r  each ch ild )
I f  "yes" to  g -  k,
When did you f i r s t  no tice  the d i f f i c u l ty ?
Has your c h i l d 's  problem required  any sp ec ia l  serv ices?
I f  "yes",
Do you f e e l  y o u 'v e  been a c t iv e ly  involved in  planning fo r  your 
c h i l d 's  sp ec ia l  needs?
Do you have any id eas  about w hat 's  caused your c h i l d 's  sp ec ia l  needs?
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4. Do you have any o ther  ch ild re n  not l iv in g  with you r i g h t  now?
I f  yes,
aName




fYears i n  School 
SGrade Level 
hRdg. Problem 
iPreg . Problem 
JB irth  Problem 
(Repeated fo r  each ch ild )
Since t h i s  study i s  looking a t  ch ild ren , in  the   grade of your
school (con tro l group.) i n  the KIDS program (experim ental g roup) th e  
r e s t  of the questions  w i l l  a l l  be about ( n h l id 'a  name).
5. Has __________________ ever been separated  from you fo r  more than a
day or two?
N = 0 Y = 1
6. I f  yes, why?
1. C h ild 's  i l l n e s s  2. Parent i l l n e s s  3. Job o b lig a t io n s
4. Foster care 5. Other 6. More than one
7. Does your ch ild  play with o ther ch ildren?
N = 0 Y = 1
8. I f  yes, a re  they:
1. Brothers and s i s t e r s  2. Non-related ch ild ren
91
9* I f  no, what does s /h e  do to  pass the time?
I  am curious about how you manage to  keep i n  touch with f r ie n d s  and 
r e l a t iv e s  with a l l  the demands of ch i ld  care .
10. How o ften  do you g e t  to  see your family each month?
  times
11. How o fte n  do you g e t  to  ta lk  to  them on the phone each month?
  times
12. How about f r ie n d s  -  how often  do you ge t  to  spend time with them 
each month?
  times
13* How o f te n  are  you a b le  to  keep i n  touch with them by phone?
  times per _____
14. Is  th e re  anyone c lo se  by who you can re ly  on fo r  advice about the 
ch ild ren?
Y = 1 N = 0
15. I f  yes, who?
1. Mother 2. Your s i s t e r s ,  b ro the rs  3. Their f a th e r
4. Doctor 5. Friend 6. Other
16. How about ch ild  care? Do you have anyone close  by who can watch
the c h i ld re n  f o r  you?
Y = 1 N = 0
I f  yes, who?
1. Mother 2. Your b ro the rs ,  s i s t e r s  3. Their f a th e r
4. B ab y s it te r  5. Neighbor 6. Other
17* What a re  your goals  of c h i ld  rea r in g  (prompt -  what a re  you try ing
to  achieve?)
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18. Which th re e  q u a l i t i e s  l i s t e d  on t h i s  card would you say are  the 
most d e s ira b le  fo r  a ch i ld  your c h i l d 's  age to  have?
19. Which one of these th ree  i s  the most d e s ira b le  of a l l ?
20. All of these  may be d e s ira b le ,  but could you t e l l  me which three 
you consider l e a s t  important?
21. And which one of the3e th ree  i s  l e a s t  im portant of a l l ?
22. I s  th e re  anything you f e e l  your ch ild  should know how to  do by now 
th a t  perhaps s / h e ' s  s t i l l  having troub le  with?
Y = 1 N = 0
23. I f  yes, w h a t_______________________________________________
24. What s o r t s  of th ings  do you enjoy about him/her?
25. Do you show a f fe c t io n  towards each o ther  q u i te  a l o t  or a re  you
f a i r l y  reserved  with one another?
1. Very reserved 2. somewhat reserved
3. somewhat demonstrative 4. very demonstrative
26. Do you th ink  k is s in g  and cuddling should be d iscouraged  a t  t h i s
age?
Y = 1 N = 0
27. What about disagreements? What s o r t  of th ings make you ge t on each 
o the rs  nerves?
28. Does s /h e  usually  obey you f a i r l y  quickly or do you have to  keep on 
him/her to  g e t  th ings  done?
29. How much does i t  b o th e r  you when s /h e  ge ts  r e a l ly  d i r ty  while 
playing?
1. Very l i t t l e  2. Somewhat 3. Very much
30. What do you do to  make him or her keep clean?
31. I f  s /he  refused  to  each something, what would you do then?
32. How much of a fu ss  does s /he  make when s /he  has to  stop playing?
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33* What do you do when s /h e  oauses a fu ss  (e .g .  i t  I s  time to  e a t  and 
s /h e  wants to  f in i s h  something s /h e  s ta r te d )  what do you do then?
34. I f  s /h e  refused  to  do something which s /h e  r e a l ly  must do, what 
happens then?
Here are  some th ings paren ts  use to  g e t  th e i r  ch i ld  to  do what th e y 'r e  
to ld .  How o ften  do you:
Never Rarely Occasion. Smtimes Freq.
35. Promise him/her a reward fo r
being good 5 4 3 2 1
36. Say s /h e  c a n ' t  have something
s /h e  l ik e s  5 4 3 2 1
37. Send to  bed 5 4 3 2 1
38. Send to  h is /h e r  room u n t i l  
s / h e ' s  ab le  to  do what s / h e 's
to ld  5 4 3 2 1
39. Tell him/her you w on't love him/
her i f  s /h e  behaves th a t  way 5 4 3 2 1
40. Say you w i l l  have to  send him/
her away 5 4 3 2 1
41. Say th a t  y o u ' l l  go away i f
s / h e ' s  naughty 5 4 3 2 1
43. F righten  him/her with someone 
e l s e :  teacher , f a th e r ,  someone
l ik e  th a t  5 4 3 2 1
94
Sometimes paren ts  f e e l  th a t  a s i tu a t io n  i s  so se rious  th a t  none of the 
th ings  w e've  ta lked  about r e a l ly  keeps the ch i ld  from r e p e a t in g  the  
behavior. At those times, paren ts  may fe e l  the c h i ld  should be spanked 
to  "teach him/her a l e s s o n . "
44. How do you f e e l  about spanking? Do you th ink  i t ' s  necessary to 
spank children?
Y = 1 N = 0
45. Do you have to  be r e a l ly  angry to  spank your ch ild  or do you spank 
him/her simply as punishment?
46. Do you th ink  spanking does any good?
Y = 1 N = 0
47. Do you believe  in  spanking?
Y = 1 N = 0
48. Is  there  anything e lse  you do when s /h e ' s  naughty?
49. Do you th ink i t ' s  im portant fo r  him/her to  say s / h e ' s  sorry  when 
having done something wrong?
Y = 1 N = 0
50. How about when you've done something to  your ch ild  which you f e e l  
was in ap p ro p ria te .  Do you f e e l  i t ' s  important fo r  you to  apologize 
to him/her?
Y = 1 N = 0
51. Do you ever make him/her apologize even when s /he  d o e sn 't  want to?
Y = 1 N = 0
52. Does your ch ild  ever try  to  h i t  you or hurt you i n  any way?
53* What would you do i f  s /h e  does?
54. What about being f re s h  and answering back? Do you allow th a t?
Y = 1 N = 0
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55. Could you give me a sample of the kind of freshness  you'd allow and 
where you'd "draw the l in e "
Allowed:
Not allowed:
56. Does your ch i ld  have r e a l  temper tantrums?
Y = 1 N = 0
I f  yes, about how often?
most days 2x wk. or more 1x per wk. ra re ly
57. What s e ts  o f f  tantruming behavior?
58. How do you deal with i t ?
59. In general,  are  you happy about how you deal with d isc ip l in e ?
Y = 1 N = 0
Do you sometimes f in d  y o u rse lf  doing th ings  you d o n 't  approve of?
Y = 1 N = 0
60. Would you say you've changed in  your ideas  about bringing up ch ild ren  
s ince  you s ta r te d ?
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TO: Parents of Children in  "KIDS"
FROM: Susan Craig
RE: Susan 's  D is se r ta t io n  Research
DATE:
I  am cu rren tly  f in is h in g  work fo r  my Ph.D. a t  the U niversity  of New 
Hampshire. As p a r t  of the research  p ro je c t  I  am doing, I 'd  l i k e  to  
in terv iew  about 100 paren ts .  The in terv iew s w i l l  take about an hour of 
your time. The general top ic  w il l  concern ch ild  rea r in g  techniques. All 
of the inform ation w i l l  be kept c o n f id e n t ia l :  n e ith e r  th e r a p is t s  nor
school personnel w i l l  have access to  i t .  The paper i t s e l f  w i l l  re p o r t  
group a t t i tu d e s ,  e tc .
I  am a lso  asking your permission to  involve your ch i ld  in  t h i s  study 
by analyzing some of the te s t in g  s /h e  has had done since  h is /h e r  entrance 
in to  "KIDS." I  would a lso  l ik e  to  give him/her some t e s t s  on how s /he  
solves problems and makes dec is ions .  Again, a l l  the t e s t in g  inform ation  
w il l  be c o n f id e n t ia l ,  none of the a d d it io n a l  t e s t in g  w il l  go in to  your 
c h i ld 's  fo ld e r .  I  w i l l  however, be very glad to  go over any of i t  with 
you.
You would be helping me a g re a t  deal by agreeing to  p a r t ic ip a te  in  
th is  study. I  f e e l  what I  le a rn  doing i t  may improve the se rv ices  we are 
able to  o f fe r  in  the "KIDS" program. I  r e a l i z e ,  however, th a t  you may 
have reasons fo r  choosing not to  be in terview ed. I  c e r ta in ly  respec t 
your r ig h t  to  decide th i s .
I f  you do decide to be in terview ed, I  w il l  be more than happy to 
schedule the in te rv iew s a t  your convenience. Any te s t in g  th a t  needs to
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be done can be completed e i th e r  a t  school or when 1 see your ch i ld  t h i s  
summer.
In any case, could you p lease  r e tu rn  the enclosed s l i p  as soon as 
possib le . I  have enclosed a se lf -ad d resse d  envelope.
Many thanks fo r  your cooperation, 1 r e a l ly  app rec ia te  i t .
— — I  w i l l  take p a r t  in  t h i s  study.
[ f I  g ive my permission f o r  my c h i l d 's  p a r t ic ip a t io n  i n  the
I I t e s t in g  which may be required .
I I I  w i l l  not take p a r t  in  t h i s  study.
I  understand th a t  the c o n f id e n t ia l i ty  of a l l  data  ind 
records asso c ia ted  w ith  my p a r t i c i p a t i o n  i n  t b i s  
r e s e a r c h ,  in c lu d in g  my i d e n t i t y  w i l l  be f u l l y  
maintained w ith in  the ex ten t  of the law.




I  am cu rren tly  f in i s h in g  work fo r  my Ph.D. a t  the U niversity  of New 
Hampshire. As p a r t  of the  research  p ro je c t  I  am doing, I  would l i k e  to 
in terv iew  about 100 paren ts  with ch ild ren  i n  the Portsmouth Elementary 
Schools. You were chosen to  p a r t i c ip a te  i n  t h i s  s tu d y  by a random 
s e le c t io n  process. The in terv iew  w il l  take about an hour of your time. 
The general top ic  w i l l  concern ch ild  rea r in g  techniques. All of the 
inform ation w i l l  be kept c o n f id e n t ia l .  School personnel w il l  have no 
access to  i t .  The paper w i l l  re p o r t  group a t t i tu d e s ,  e tc .
I  am also  asking your permission to  involve your c h i ld  in  t h i s  study
by analyzing some of the s tandard ized  t e s t s  which are  p a r t  of h is /h e r  
school record. 1 would a lso  l i k e  to  have him/her take some ad d it io n a l  
t e s t s .  These w i l l  inc lude  measures of se lf-esteem , problem s o lv in g ,  
memory and achievement. This t e s t in g  can be done w ith in  an hour. I t
would not be done a t  a time which i n t e r f e r e s  with your c h i l d 's  school 
schedule. All the t e s t  inform ation  w il l  be c o n f id e n t ia l .  None of i t  
w i l l  go in to  your c h i l d 's  fo ld e r .  I w i l l  however, be very glad to  go 
over any of i t  with you.
I  would g rea t ly  ap p rec ia te  your p a r t ic ip a t io n  in  t h i s  study. I
r e a l i z e  however, th a t  you may have re a so n s  f o r  choosing  not to  be 
in terview ed. I  c e r ta in ly  resp ec t your r ig h t  to  decide th i s .
I f  you do decide to  be in terview ed I w i l l  be more than happy to 
schedule the in te rv iew s a t  your convenience. I  w i l l  a lso  arrange your 
c h i ld 's  t e s t in g  schedule so th a t  i t  causes as l i t t l e  d is ru p t io n  to  your 
fa m ily 's  rou tine  as possib le .
In any case, could you p lease re tu rn  the enclosed s l i p  as soon as 
possib le . I  have enclosed a se lf -add ressed  envelope.
Many thanks fo r  your cooperation. I  re a l ly  app rec ia te  i t .
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  I  H i l l  take p a r t  i n  t h i s  study.
I | I  g ive my permission f o r  my c h i l d ' s  p a r t i c i p a t i o n  i n  th e
j j t e s t in g  which may be requ ired .
t I I  w i l l  not take p a r t  in  t h i s  study.





O rig in a lly ,  mastery of the computer language "Logo" was to  be used 
as a measure of co gn it ive  development. "Logo" i s  a graphics computer 
program which was developed by Seymour P a p e r t .  By m a n ip u la t in g  a 
" t u r t l e , " ch i ld re n  have the opportunity  to "animate in  a very personal 
way what looks l ik e  a b s t r a c t  id eas"  (Papert,  1980, p. 103)* P a p e r t  
d e s c r ib e s  "logo" as  a p e rfe c t  model of P ia g e t 's  theory of cognitive  
development. He sees the c h i ld 's  manipulation of the " t u r t l e "  a s  a 
sensorimotor task  which allows one to  "view the in te rp la y  between the 
concrete , con figu ra l ,  personal and a b s tra c t"  (Papert,  1980, p. 104).
Observation of the c h i l d 's  in te r a c t io n  with the microworld of "Logo" 
seemed an id e a l  way of observing the process of cognition . I t  could 
provide inform ation about how ch ild ren  le a rn  ra th e r  than what ch ild ren  
le a rn  which i s  the focus of measures of achievement.
However, as the study developed, severa l problems came up i n  using 
"Logo" mastery as a measure of cogn itive  development. The ch ild re n  in  
the sample were from over eighteen d i f f e r e n t  classrooms loca ted  in  f iv e  
d i f f e r e n t  schools. Some of th e i r  classrooms had computers; o thers  did 
not. S tru c tu r in g  computer time with them fo r  the leng th  of time required 
to  teach them the bas ics  of "Logo" proved to  be l o g i s t i c a l l y  impossible.
More im p o r ta n t ly ,  r e s e a r c h  i n t o  work w ith  "Logo" r e v e a le d  a 
re s is ta n c e  on the p a r t  of i t s  developers toward developing a q u a n t i ta t iv e  
measure of mastery of the language (Higginson, 1985, p. 34). Rather, 
these researchers  d i s c u s s  "Logo" q u a l i t a t i v e l y  as  a p h ilo sophy  o f 
e d u c a t io n  which i s  b e s t  described as systemic or con tex tua l.  They
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discuas the c u l tu re  of "Logo" where the " t u r t l e "  con tinua lly  allows the 
ch ild  to  reorganize or develop new microworlds to  in te g ra te  or "blend" 
knowledge through. Within t h i s  context, "Logo" can never be mastered any 
more than a r t ,  music, or poetry can. Rather, each in te r a c t io n  with the 
" tu r t l e "  c a r r ie s  the p o te n t ia l  fo r  a new connection, a new in s ig h t .
However, the p o s s ib i l i ty  of observing the lea rn in g  process s t i l l  
seemed e n tic in g .  I t  was th e re fo re  decided th a t  a small subsample of the 
handicapped group would be in s t ru c te d  i n  the mechanics of "Logo" and 
a l lo w e d  a c c e s s  to  th e  " t u r t l e "  f o r  a p e r io d  of s e v e r a l  weeks. 
Observations of these  ch ild re n  would be compared with observations of 
ch ild ren  in  a reg u la r  classroom.
These observations  suggest th a t  fo r  the most p a r t ,  lea rn ing  with 
"Logo" resembles le a rn in g  i n  o ther  process su b jec ts  such as reading and 
w r i t i n g .  C h i ld re n  vary  i n  th e  amount of s t r u c t u r e  v e r su s  f r e e  
experim entation they req u ire  before being comfortable with the " t u r t l e . "
C h ild re n  who were more s u c c e s s f u l  i n  o th e r  curriculum areas  a lso  
appeared more w i l l in g  to  take r i s k s  and try  more so p h is t ica ted  procedures 
with the " t u r t l e . " However, the teachers  of both the reg u la r  classroom 
and the handicapped group did c i t e  d i f f e r e n t  ch ild re n  whom they described 
as passive  le a rn e r s  who appeared to  take more i n i t i a t i v e  and d isp lay  more 
susta ined  e f f o r t  with the " tu r t l e "  than o ther su b je c ts .  This suggests 
th a t  computer in s t r u c t io n  may f a c i l i t a t e  lea rn in g  fo r  th i s  type of ch ild .
Based on the observations  of the handicapped ch ild ren  using "Logo", 
th i s  type of in s t r u c t io n  i s  apparently  b e n e f ic ia l  in  severa l ways. One 
of the b e n e f i ts  of using "Logo" with these ch ild re n  was th a t  there  are no 
r ig h t  or wrong ways of using i t .  Each experience of the " tu r t l e "  can be 
unique. This i s  a h e lp fu l  m an ifes ta tion  of the uniqueness of each child  
which might f a c i l i t a t e  the process of s e l f - d i f f e r e n t i a t i o n .
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During th e  o b s e r v a t io n  of th e  ch ild re n  with "Logo”, they were 
freq u en tly  observed making comments l ik e ,  "I'm p re t ty  smart”, "I'm smart 
a t  math" or a t  a younger age, "I can make you move anyway«"
The con tro l  c h i ld re n  were able  to  take over both how they did "Logo" 
and what they did with i t  seemed b e n e f ic ia l  fo r  ch ild ren  whose o ther l i f e  
experiences a re  marked by p a s s iv i ty .  One l i t t l e  g i r l  was observed to  be 
pushing the in s t r u c to r  away saying, "I want to  do i t  my own way."
The ch ild ren  were observed to  have a v a r ie ty  of ways of i n i t i a t i n g  
contact with the " t u r t l e . " Some ch ild ren  created  s te p  by s tep  procedures 
before they attempted work a t  the term inal. Other ch ild re n  r e s i s t e d  
c re a t in g  procedures but seemed to  enjoy "playing" with the various shapes 
and co lo rs  the " tu r t l e "  could produce. One c h i ld  was p a r t i c u l a r l y  
in te re s te d  i n  r e p l ic a t in g  a th ree  dimensional f ig u re  he had made in  a r t .  
Such a c t i v i t i e s  provide ch ild ren  and th e i r  teachers  with in s ig h ts  in to  
how they approach le a rn in g  and what techniques work best fo r  them. Of 
p a r t ic u la r  i n t e r e s t  was the young g i r l  w ho 's  l i f e  was marked by a 
p ro longed  ex p o su re  to  both  p h y s ic a l  and sexual abuse. Her way of 
engaging the " tu r t l e "  was to  play t r i c k s  on i t  -  fo r  example, she would 
type i n  procedures on the  graphic screen ra th e r  than the s p l i t  screen 
which allowed one to  see what one was typing. This made drawing with the 
" tu r t l e "  more d i f f i c u l t .  When asked why she enjoyed doing i t  t h i s  way, 
the ch ild  explained she wanted to  see i f  the " tu r t l e "  could f ig u re  out 
her s e c re t  code: a t e l l i n g  statement on both her su rv iv a l  techniques and 
her need fo r  understanding.
Teachers from both classrooms reported  the need to provide ex te rna l  
reinforcem ent fo r  early  e f f o r t s  with "Logo." In o ther words, ch ild ren  
needed a purpose fo r  le a rn in g  i t .  For ch ild ren  i n  the reg u la r  classroom 
th i s  took the form of c re a t in g  a book fo r  F a th e r 's  Day with th e i r  "Logo"
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outpu ts .  For tbe handioapped oh ild ren , g e t t in g  to  p r in t  the p ic tu re s  tbe 
" tu r t l e "  drew was purposeful enough to  m otivate performance.
Tbe i s s u e  o f purposeful lea rn in g  i s  in t e r e s t in g  i n  th a t  i t  may 
r e l a t e  to  the locus  of con tro l  f in d in g s .  Children who perceived "Logo's" 
r e la t io n s h ip  to  an end product were w il l in g  to  p a r t ic ip a te  in  programming 
with the " t u r t l e . "  However, u n t i l  the purpose was defined fo r  them, 
teachers  of both groups of ch ild ren  did not perceive a high degree of 
m otivation  to  le a rn  "Logo." I t  i s  possib le  th a t  le a rn in g  "Logo" as  well 
as le a rn in g  o ther  s k i l l s  r e l i e s  on the c h i l d 's  a b i l i t y  to  r e l a t e  i t s  
purpose to  o ther  p a r ts  of experience. This observation  lends  support to  
the idea  th a t  fo r  achievement to  occur, ch ild ren  must f i r s t  experience 
th e i r  a c t i v i t y  as  a component of any outcomes which might follow.
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